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ABSTRACT
THE IMPACT OF THE 101s: A GUIDE TO POSTIVE DISCIPLINE PARENT
TRAINING: A CASE STUDY OF KINDERGARTENERS AND THEIR PARENTS IN
BANGKOK, THAILAND

Piyavalee Thanasetkorn
Old Dominion University, 2009
Chairperson: Dr. Katharine C. Kersey

To reduce using corporal punishment with children, the need to introduce
alternative ways for parent practices has been requested by Thai parents. However,
empirical research of parents' use of positive practices to discipline their young children
has been limited in Thailand. Given the effectiveness of positive discipline as an
accepted method in order to improve children's social and academic competencies in
U.S., a cultural extension of positive discipline techniques to Thai culture is of interest.
This study investigated the effectiveness of The 101s: A Guide to Positive Discipline
training on Thai positive parenting skills to increase the quality of the teacher-child
relationship, children's school adjustment and academic achievement in Thai
kindergarteners. One hundred and sixty four kindergarteners, one hundred and sixty four
parents and twenty kindergarten teachers participated. The parents reported their use of
parenting techniques on The 101s Parent Interaction Checklist before and after the
training. Before and after the training, the teachers rated their relationship with
participating students by using The Student-Teacher Relationship Scale and rated school
adjustment of the participating students by using The Teacher Rating Scale of School
Adjustment. A MANCOVA analysis was conducted to assess the results. Overall, the

results find The 101s: A Guide to Positive Discipline training to be an effective
intervention for increasing Thai positive parenting skills, the teacher-child relationship
and children's school adjustment. The bivariate correlation showed relationships
between positive parenting skills and the teacher-child relationship on closeness and
conflict. Students' self-directedness scores also had significant correlation with parents'
use of positive discipline techniques. Finally, parents' interactions also showed
significant correlation with students' school achievement. This investigation offers
empirical support for the extension of positive parenting skills previously shown to be
effective in the U.S. to Thailand. In another joint study conducted concurrently, it was
also demonstrated that positive discipline practices implemented by both teachers and
parents increased the quality of the teacher-child relationship, students' school
adjustment and school achievement.
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CHAPTER I
INTRODUCTION
Many changes in the cultural and social systems of discipline in Thailand have
led to challenges for parents and teachers. In addition, there are implications for
children's development. Changing attitudes, practices, and laws about corporal
punishment have led to a new opportunity to introduce alternative approaches to
discipline that may positively impact children's academic achievement, social
competence, and raise the overall quality of teacher-child relationships. The current
study will investigate the nature of discipline methods currently in use by Thai parents
with children in a kindergarten in Bangkok, Thailand. The 101s: A Guide to Positive
Discipline (Kersey, 2004) will be evaluated as a training method for parents as an
alternative approach to punitive methods of discipline including corporal punishment.
The introductory chapter will detail the background of the problem, explain the
significance and purpose of the study as well as introduce the research questions.
A family can be perceived conceptually in terms of degrees of distance from
ego. Generally, a family consists of ego's parents, spouse and children. In 1976, it
was found that an average of roughly two-thirds of the households in Thai villages
were extended stem family households (Potter, 1976). In other words, those who
constitute a family in the Thai context include relatives (aunts, uncles, cousins,
nephews, nieces, and grandparents) who may be living together with ego or who have
been close to ego at some point in ego's life. Who is included or excluded depends
not on exact kin relationships but on personal relationships. Relatives form a pool of
people close to ego, but an individual ends up having certain relatives as members of
his or her family as circumstances in life dictate (Vichit-Vadakan, 2001).
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Family in this sense provides an individual with support, comfort, a sense of
belonging, an identity, and a set of expectations that he or she would not have vis-avis others in society. Put differently, Thai derive psychological and moral support
from their families. In times of need, they seek out the family for assistance before
they seek out other persons or institutions. When an individual is the repository of a
family's high expectations and indulgence, his or her needs may not be fulfilled by
other family members fully and readily on each and every occasion. Thais may
verbalize frustrations, disappointments, and even anger with family members and
relatives. Still, family and kinship are central to everyday Thai life (Vichit-Vadakan,
2001).
Besides the fact that the limited extended type of family is still a characteristic
of Thai families, and the role of grandparents, especially the grandmother in childcare
and childrearing, is long well-accepted. Another important cultural value is placed on
respect for seniority and authority. In general, the young couple who have just
become parents will respect their parents' voice when deciding about childcare and
childrearing. The new parents usually tend to follow their own parents' advice
(Suvannathat, Kasemment, Chuwanlee, & Lloyd, 1986).
Based on research studies of social influences on child development
undertaken in three main geographical regions of Thailand, a wide pattern of
childrearing styles was revealed. With respect to socializing agents, the grandmother
was found to play an important role in not only looking after young grandchildren but
also conserving and transmitting all kinds of traditional and cultural values to young
children (Suvannathat., 1968).When viewing the childrearing approach, corporal
punishment has been used within Thai extended family (Sirivech, 1998).
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In light of the Thai respect for seniority and authority, Thai parents let
grandparents use corporal punishment with their children as an accepted disciplinary
approach (Sirivech, 1998). Until the 1960s-1970s, during the Vietnam War, Thailand
was a major service center for U.S. soldiers. The influx of U.S. dollars created
boomtowns with related business activities: bars, nightclubs, rental dwellings, goods,
and other services were provided (Vichit-Vadakan, 2001). In a situation
unprecedented in Thai history, a large segment of the poor flocked to expanding urban
centers to exchange their labor for cash. It was a switch from their previous rural,
agricultural livelihood. When the U.S. phase subsided, changes in the lives of a large
number of people were irreversible. Bar girls, for example, found it difficult to return
to their rice fields. Internal migrations proliferated as people who were used to serving
foreigners searched for new places to offer their services (Smith, 1979).
As Thailand industrialized, migration to industrial sites occurred rapidly and
mostly to the Bangkok metropolitan area and adjacent provinces. Industry recruited
young people of both sexes, with a preference for women in many export-oriented
industries such as textiles, because employers found women to be good workers,
obedient and undemanding. To serve both local and foreign clientele, the service
sector of the Thai economy has likewise expanded, and not surprisingly, the rank and
the file of the service sector is filled with migrants from the rural areas (VichitVadakan, 2001)
Larger outward migration from villages inadvertently altered rural society and
family relationships. For one thing, villages underwent significant demographic
change (Amornviwat, Khammanees, Thirsjit, & Koolapijit, 1991). Young to middleaged people of one or both sexes are increasingly absent. Older people and children
are left to fend for themselves in many rural areas, though relatives in cities and towns
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send them money. Families are united on rare occasions, such as the New Year's or
the Songkarn festivals. Otherwise, a family is a dispersed unit, tied together by
sentiment but not by day-to-day contacts, or joint activities (Muscat, 1994).
Besides migration to the cities, there is external migration. There is the exodus
of villagers to work in foreign counties, such as Japan, the Middle East, the United
States, Taiwan, and anywhere else that pays unskilled, semiskilled, and skilled
workers more than they would receive in Thailand. Initially, more males went aboard
to work. Later, Thai women followed. Many women have been lured into or have
willingly entered the sex trade (Sirivech, 1998).
From all these changes in Thai society, the family structure has been affected.
According to Vichit-Vadakan (2001), many who left agriculture have found it
difficult to return to the harshness and tedium of farm activities. Earnings from
agricultural products lag behind the rise in price of other consumer goods.
Increasingly, agricultural activities require more and more capital investment in the
form of pesticides and fertilizers, which further impoverish agriculturists. The yield of
the land is poor, so the family as a semi-subsistence unit is challenged by
opportunities for wage labor in cities and towns. Young people right out of school can
become independent income earners, albeit at the low income levels associated with
unskilled work. The meager income from the land would go further if not so many
mouths had to be fed. Still, whatever savings the migrant children can send home are
a much-appreciated addition to the family coffers. As a result, the nuclear family has
been increasing in Thai society.
Due to changing to the nuclear family, childrearing practices are also affected.
Young parents who once used to be passive recipients from their own parents, have
now become more independent (Suvannathat et al., 1986). Besides, new sources of

5

information concerning childcare and childrearing are more readily accessible to them
(Amornviwat et al., 1991). Thai parents learned from much research showing that
positive parent-teacher interactions result in trusting relationships, while corporal
punishment leads children to avoid their parents. Such avoidance may in turn erode
the bonds of trust and closeness between parents and children (Azrin & Holz, 1966;
VanHouten, 1983).
Many research studies in the U.S. suggest the quality of the relationship
between adults and children influences the development of a range of competencies
during the early school age years (Birch & Ladd, 1996; Pianta, 1997; Pianta & Walsh,
1996, Nelson, 1979). Their research supports the view that child-parent and childteacher relationships are related to skills in the areas of peer relations (Elicker,
Englund, & Sroufe, 1992; Howes, Hamilton, & Matheson, 1994), emotional
development and self-regulation (Denham & Burton, 1996),

The studies suggest

that the approach of parents is particularly important.
Theories and principles of childrearing and early childhood education from the
U.S. have affected the principles of childrearing among Thai parents (Khemmani,
1994). Due to the changes, grandparents may play their role in this respect to a lesser
extent, and even so some possible conflict between young parents and their own
parents regarding childcare and socialization can be anticipated. The intergenerational
disagreement or conflict may furthermore bring certain effects on children's attitude
and behavior, which certainly develop their personality growth and development
(Suvannathat et al., 1986). As a result, Thai parents are looking for an alternative
approach to discipline their children. However, there is not a great body of research in
Thailand pertaining to other approaches to discipline Thai children as corporal
punishment has been rooted in their culture (Khemmani, 1994).
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Background of the Problem
Both urban and rural Thai communities are in transition today. In the country,
people live in agricultural villages. Historically, farming villages required the labor of
family members, relatives, and neighbors, resulting in a high degree of integration
among those composing a communal work group (Soontornpasuch, 1963). This did
not hold true in the 1990's. Communal farming is now rarely practiced. Rapid
socioeconomic development in the past decade has had a great impact on the function
and structure of Thai families. Wongsith (1994) noted that as Thai society gradually
becomes less agricultural and more industrialized and urbanized, the family is being
transformed from an extended to a nuclear structure. This trend applies to both rural
and urban families.
Urban society differs considerably from rural life and is relatively more
westernized. Urban Thailand has a wider variety of occupations and greater numbers
of ethnic groups. Family members in urban families do not usually work at the same
occupations. The relationship between family, relatives and neighbors is less closely
knit than in rural communities (Pinyuchon & Gray, 1997).
The crowded and polluted environment in Bangkok is causing considerable
suffering for urban families (Fuller, Edwards, Vorakitphokatorn, & Sermsri, 1993).
Polluted air and water are a part of everyday life for Thai people (Seabrook, 1994). In
urban areas in Thailand, traffic congestion is an obstacle for family members who
work away from their homes. Public transportation in Thailand does not effectively
reduce traffic and traveling problems. People who are forced to work miles away from
home due to economic pressures have difficulty finding time for their children,
siblings, relatives, and spouses. The need to spend time with family and to have
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personal time has become a major psychological concern for families (Pinyuchon &
Gray, 1997).
The family size in Thai society has decreased in the last decade. In
accordance, family types living arrangements and parenting approaches are changing.
Nuclear family households in both rural and urban areas have been increasing
(Muscat, 1994). The extended family structure found in Thai society is composed of a
married daughter or son, his or her spouse, his or her parents, and possibly their
offspring. Some extended families include two or more married siblings residing
together. Under this living arrangement, food preparation takes place in one kitchen
and there is sharing of other responsibilities including disciplining the children,
possible involving corporal punishment. Situations where three generations live
together as an extended family are gradually decreasing (Muscat, 1994).
Perhaps the best way to get a clear view of Thai family relationships is to
examine how family members interact with each other. In 1979, Smith stated that
social relationships in Thai society were predominately vertical or hierarchical. It is
still easy to observe the differences in status existing in almost all social relationships
of Thai people. Differences in status show in the ways people greet each other, the
terms they use to address others, and the manners they show in relating to others. The
hierarchy is determined by age, wealth, power, knowledge, occupation, and rank.
Thus, the family is the place where children learn, at a very young age, to show
appropriate respect to parents, siblings, relatives, teachers, monks, and others.
Children learn to readily accept their social places in the societal hierarchy
(Pinyuchon & Gray, 1997).
Children in some families are allowed to participate in family discussions
(Office of the Prime Minister, 2009). Through family decision-making experiences,

they are taught to respectfully share their opinions. Although sharing opinions is
acceptable, Thai people still find it difficult to express themselves openly, particularly
when their ideas are challenged with disagreement, because social harmony is highly
emphasized among Thais. They tend to accommodate others' wishes or ideas in order
to achieve smooth social interaction. Regarding discipline of the children, parents and
adults in the family may frequently use verbal threats along with corporal punishment
(Pinyuchon & Gray, 1997).
Another value taught to Thai children is appreciation of what others do for
them. To appreciate is to have a sense of gratitude which is demonstrated by
appreciative behaviors. In Thai culture, gratitude varies from feeling thankful to
feeling obligated to do something in return. Some parents expect only the feeling of
appreciation from their children and do not ask for anything in return. These families
frequently do not create pressure or guilty feelings in their children. Some families are
the opposite in that they believe children owe something to their parents. This is
called the feeling of obligation (Wongsith, 1994). If a child cannot do anything in
return, he or she may feel guilty and like a failure. This value is similar to those of
other Asian cultures. Shon and Ya (1982) state:
The greatest obligation of East Asians is to their parents who have brought
them into the world and have cared for them when they were helpless. The
debt that is owed can never be truly repaid, and no matter what parents may do
the child is still obligated to give respect and obedience (p. 214).
From a sense of gratitude, Thai children have been taught to interpret corporal
punishment as an act for which they are grateful. Their grandparents would agree that
corporal punishment is an acceptable a way of discipline (Pinyuchon & Gray, 1997).
As an extended family, Thai children are greatly valued and loved among their family
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members. Even though they are spanked, they are taken care of by other family
members. The relationship between family members and their grandparents is usually
close. One study indicated that rural and urban children in Thailand have knowledge
of the elderly and are in close contact with them, both within the family and outside
the family (Seefeldt & Keawkungwal, 1986). The elderly in Thai families still have a
high status. They are respected and supported by family members. The elders'
important role is to serve the family as an advisor on significant matters including
disciplining the children with corporal punishment (Chayovan, Wongsith, &
Saengtienchai, 1988). It was not until the 1990's that close contact among family
members began to change drastically. Anat Arbhabhirama (cited in Muscat, 1994)
states:
The development process has brought a great pain to Thai people. The
widespread migration from rural and urban areas, or from urban areas or
foreign countries in search of gainful employment has led to separation of
families. Social scientists in this country (Thailand) have observed an
increasing number of family breakdowns. The Thai extended family of three
generations living under one roof, with some members working and living
away from home is being challenged (p. 286).
In Thailand, corporal punishment has been an integral part of the way adults
discipline children throughout history (Chuwong, 1999, Jutunka, 1976, Unprasert,
1979). "Fasten the cow if you love it, spank the child if you love him" is a Thai
proverb which has the same meaning as "Spare the rod, spoil the child", a saying
familiar to many in the U.S. These two proverbs from two different cultures show the
same notion that children will only flourish if punished, physically and
psychologically or otherwise, for any wrongdoing. Such proverbs strongly influence
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people's behaviors. Corporal punishment, especially caning, has been used in
Thailand for over 700 years.
Parents, teachers and caregivers do not consider corporal punishment to be a
form of violence, but look at it as only a discipline tool to teach children what is right
and wrong, and consequently help them grow up as responsible individuals
(Boonrengrut, 2004, Chuchlunkin, 1988, Lundgren, 2007, Unpirom, 2005). However,
numbers of studies have shown that such disciplinary methods cause damage to
children's physical and mental growth, thus affecting their development (American
Academy of Pediatrics, 1998; Lytton, 1997; J. McCord, 1997; Straus, 1994).
Moreover, several reviews of literature have concluded that corporal punishment is
associated with an increase in children's aggressive behaviors (Patterson, 1982;
Radke-Yarrow, Campbell, & Burton, 1968; Steinmetz, 1979).
Even though the findings show that corporal punishment does more harm in
the long run, Thai adults have been struggling without it. On November 1, 2000, the
Thai government banned the use of the cane in all schools and colleges across
Thailand. The only time a teacher may use corporal punishment is if both the child
and the child's parents agree to it, in lieu of any of the other forms of punishment. The
punishment must take place in private, not in front of other teachers or students
(National Committee on Child Protection Regulation, 2005). There were, however,
many who disagreed with the government. The greatest opposition to the ban came
from teachers. Without the cane, they felt students would show no respect for
teachers.
They reported that students became more aggressive following the ban. They
felt that physical punishment was necessary to control unruly students even though
there were five more kinds of legal punishment; reprimanding, imposition of extra
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work, a term of probation, temporary suspension from school, and expulsion available
to them (National Committee on Child Protection Regulation, 2005). Just over a year
after the introduction of the ban, in January 2002, the new Education Minister
announced that the government had decided to reintroduce caning in Thai schools,
and this decision was supported by many parents too (National Committee on Child
Protection Regulation, 2005). Finally, without parental permission, corporal
punishment was then banned in school entirely in 2005 by further Ministry of
Education regulations (Nogami, 2005).
Corporal punishment is legally permitted at home. It is also still happening in
schools even though it is illegal in Thailand (Isaranurug, Chansatitporn, Auewattana,
and Wongarsa, 2005). This provides evidence to show how much corporal
punishment is socially accepted in Thai culture. From the supporter's point of view,
corporal punishment has been successful in maintaining discipline. However, they
disregard the fact that corporal punishment disrupts two important keys for children's
learning and development: the adult-child relationship and children's social and
emotional competencies (Azrin, Hake, Holz, & Hutchinson, 1965; Azrin & Holz,
1966). The painful nature of corporal punishment can evoke feelings of fear, anxiety,
and anger in children, and these emotions influence learning and behavior (Rubin,
Burgess, & Hastings, 2002). When the children feel fear, anxiety and anger, they are
not ready to learn any moral or academic lessons (Pianta, 1999). Corporal
punishment may not facilitate moral internalization because it does not teach children
the reasons for behaving correctly, and may teach children the desirability of not
getting caught (Hoffman, 1983; Grusec, 1983; Smetana, 1997). As a result, instilling
fear in children results in learning becoming distorted.
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The most important fallout is that corporal punishment does not lead to the
parents/teachers' ultimate goal of learning, which is the internalization of discipline or
self- discipline. For example, a child may be quiet because he is afraid to act out after
he is spanked. He does not stay focused because of the love of learning or because
what he is learning is engaging. He possibly does not even stay focused. He may act
orderly. That is much different from staying engaged, active, and focused (Parke,
2002). Attribution theorists emphasize that power-assertive methods such as corporal
punishment promote children's external attributions for their behavior and minimize
their attributions to internal motivations (Dix & Grusec, 1983; Hoffman, 1983;
Lepper, 1983). Parents and teachers might opt for what is effective in securing shortterm compliance after administering corporal punishment (Newsom, Flavell, &
Rincover, 1983) but promoting the development of children's internal controls is
more important to long-term socialization than immediate compliance (Grolnick,
Deci, & Ryan, 1997; Hoffman, 1983; Kohlberg, 1969; Lepper, 1983; Piaget,
1932/1965). Moral internalization is defined by Grusec and Goodnow (1994) as
"taking over the values and attitudes of society as one's own so that socially
acceptable behavior is motivated not by anticipation of external consequences but by
intrinsic or internal factors" (p. 4), and it is thought to underlie the development of
children's social and emotional competence (Kochanska & Thompson, 1997). In other
words, children could make appropriate decisions and behave appropriately even
though no one watches them.
If these emotions are generalized to the parent and teachers, they can interfere
with a positive parent/teacher-child relationship by inciting children to be fearful of
and to avoid the parent/teacher (Bugental & Goodnow, 1998; Grusec &Goodnow,
1994; Saarni, Mumme, & Campos, 1998). Even though some Thai children might
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perceive corporal punishment as cultural norms, avoiding parents and teachers who
use corporal punishment is their solution for making them feel more secure
(Chuwong, 1999).
Just as corporal punishment impacts relationship quality and behavioral
outcomes, the relationship between children and their mothers influences behaviors.
According to Pianta et al. (1997), there are well-established links between children's
competence in social and pre-academic areas and qualities of child-mother
interaction, most notably mothers' skills in providing task-related and emotional
support to the child in problem-solving tasks. Qualities of the mother-child
relationship are related to the quality of the subsequent relationship formed with a
teacher (Howes & Hamilton, 1992a, 1992b). In a study of high-risk poverty children,
children who display ambivalent attachment behavior toward their mothers (e.g.,
angry and clingy toward mother at reunion) were characterized as needy by teachers
and received a great deal of nurturance. Teacher anger, although rare, was directed
toward children with histories of avoidant attachment (e.g., neglecting, rejecting of
mother at reunion). In contrast, rating of nurturance was quite high for the resistant
group, as was tolerance for the child's immature behavior. The teacher seemed to see
them as not yet able to fully comply with classrooms demands; therefore, they made
allowance for them (Motti, 1986).
The child-adult relationship is thought to be enhanced by techniques of
positive discipline (Lundgren, 2007; Nelson, 1979; Pianta, Nimetz & Bennett, 1997,
Stipek, 2006). Positive discipline teaches parents and teachers how to be kind and
firm at the same time and how to invite a sense of connection from the youngsters
with whom they are involved. Positive discipline is an effective way for parents,
teachers and students to learn life skills and build a sense of community and

connectedness based on mutually respectful relationships (Nelson, 1979). For
example, longitudinal studies of normative populations suggest that aspects of
mother-child interaction in a problem-solving task (such as mothers' positive
emotional support, quality of instruction, and limit-setting, as well as children's
affection for their mothers), predict academic achievement and classroom adjustment
in kindergarten and first grade after controlling for a range of developmental and
socioeconomic status indicators (e.g., Pianta & Harbers, 1996; Pianta, Smith, &
Reeve, 1991).
Problem Statement
Even though Thai adults have same ultimate goal for rearing children as
Americans, most Thai adults simply break the relationship with Thai children by
using corporal punishment. It is possible that Thai adults, both parents and teachers,
lack knowledge and information on non-violent methods of teaching because few
positive discipline methods have been studied in Thai educational history and none of
them focuses on young children.
The 101s: A Guide to Positive Discipline has been shown to have significant
impact on increasing adult-child interactions in preschool classrooms in the United
States (Masterson, 2008). In addition, these increased quality interactions have been
connected to high social adjustments (Masterson, 2008; Eisenberg, 2004) and
interaction quality (Pianta et al, 2002).
In the current study, the 101s: A Guide to Positive Discipline training will be
introduced to Thai parents. The purpose of the present study is to examine the impact
of the 101s: A Guide to Positive Discipline training on Thai positive parenting skills.
In addition, the impact of parents' 101s training on children's social and emotional
competencies, teacher-child relationship, and children's academic performance in the
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kindergarten classroom will be investigated. A particular focus will be the
examination of the unique interaction among positive parenting skills, child-teacher
relationships, children's social emotional competencies and the resulting school
academic outcomes.
Research Questions
1. Will the 101s: A Guide to Positive Discipline parent training increase parent's
use of positive discipline skills and decrease parents' use of negative
discipline methods?
2. Will the 101s: A Guide to Positive Discipline parents training increase the
perception of children's teachers regarding the quality of child-teacher
relationship?
3. Will the 101s: A Guide to Positive Discipline parent training increase the
perception of teachers regarding the quality of students' school adjustment?
In order to examine if the 10 of the 101s: A Guide to Positive Discipline parent
training mediates children's academic development, the fourth question is:
4. Will the 101s: A Guide to Positive Discipline parent training result in a
positive correlation between parenting skills, the child-teacher relationship, the
students' school adjustment and academic achievement?
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CHAPTER II
REVIEW OF RELATED LITERATURE
A preliminary review of the international literature indicates that the research
overwhelmingly concluded that corporal punishment as a discipline method is
ineffective. It was found that although positive discipline techniques were available,
many Thai parents were not familiar with these methods. As a result, there is a risk
that Thai parents would resort to other punitive measures without training in
alternative methods. This study focuses on the positive discipline model for parent
training/education, especially positive discipline for kindergarteners. The literature
review included the family relationship in Thailand, the effect of parent education on
parental skills, childrearing practices and child development, the effects of parenting
styles, social and emotional competence as it is a key for a child's healthy
development and positive discipline.
The History of Family Relationships and Discipline in Thailand
Thai society and parent education/training. While social and emotional
training is well-documented in research literature in the U.S.A., the study of behavior
is a new field in Thailand. Many factors influence discipline approaches. Thailand has
a long history as an agricultural country. The extended family has been a pattern of
the institution(Muscat, 1994), especially in the agricultural or the rural areas. Most
Thai children grow up among their parents and relatives such as grandparents, uncles,
aunts, siblings, and cousins. However, parents are faced with many problems such as
finding resources for childrearing practices. For example, the close relationship
among family members is declining. Parents' ignorance of their roles and duties on
childrearing practices, their poverty and being inappropriate models for children are
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major reason for low standards in the child's intellectual, emotional, social and mental
development (Pinyuchon & Gray, 1997).
Exchanging educational and technological growth with other countries has
influenced Thai parents, especially mothers, who are exposed to these changes. They
go about their routine lives during pregnancy and after giving birth. Some mothers
understand parental care. They know how to provide better childcare such as breastfeeding, bottle- feeding, and giving supplementary food during the infancy period,
etc. They also know how to prepare a healthy environment for their young children to
grow in physical, motor, intellectual, language, and personality development.
Generally, most parents still do not know how to provide appropriate social and
emotional development. They do not know how to use positive methods to discipline
and support their children's social and emotional competence. They remember the
childcare and parenting patterns that they experienced. The use of corporal
punishment to control the behavior of children remains a provocative issue in Thai
society today (Amornviwat, Khammaness, Thirajit & Koolapijit, 1991).
Thai mothers often say, "You are hurt, but I hurt even more" every time when
children are spanked. The culture prescribes spanking because of the belief that
children learn from it. Many Thai parents spank because they do not know alternative
ways to discipline children. Spanking is known as a way to show love. Parents want
children to learn right from wrong. However, children may learn to sneak, rather than
to change their behavior.
In Thailand, corporal punishment is the use of physical force with the
intention of causing a child to experience pain but not injury, for purposes of
correction or control of the child's behavior. Even when corporal punishment might
be effective, it is still difficult to use it objectively because both parties are often

emotionally upset when the punishment is administered. However, some Thai parents
are finding that when they take an unemotional approach, they have success. They
feel that in terms of simply teaching something to the children there is no form of
punishment that is more effective than corporal punishment. Sirivech (1998) studied
Thai parents' corporal punishment and found that it tends to cause serious
psychological problems and that it increases the probability ofjuvenile delinquency.
These childrearing practices have been passed from generations to generations. Thai
parents do not know the relationship between corporal punishment and child's healthy
development such as social and emotional competence and behavioral problems.
Without knowing the negative effect, spanking is continuously happening as a
childrearing principle in Thai society (Sirivech, 1998).
Intasarn (1998) conducted a study on mothers' experiences of childrearing
their first year kindergarteners. She found that 60 % of 200 parents worried that they
would not be able to support their children's social and emotional development well.
Ninety five percent of the sample was interested in parent education if there were any
for them to participate in. In 1992, the Office of the National Education Commission
announced a parent education support policy as a part of the Seventh National
Education Development Plan (1992-1996). This policy is to promote and provide
support in giving information to parents about parenting skills. Parent education and
training have been in the following National Education Development Plans until the
most current one, the Tenth National Education Development Plan (2006-2010).
To respond to questions from parents, research findings and government
policy, the Thai Parent Network for Educational Development [TPNED] has been
founded in part of public domain in 2000 (Thai Parent Network for Educational
Development [TPNED], 2006). The Thai Child Development Foundation (TCDF)
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was set up in 2004 with the aim to support the development of underprivileged
children directly and on an individual basis. The TCDF Foundation supports children,
preferably in their own homes, by means of scholarships, nutritional care and health
care, as well as offering educational programs that focus on the environment (Thai
Child Development Foundation [TCDF], 2008).
Needfor positive discipline parent training. The parenting styles provide a
robust indicator of parenting functioning that predicts child well-being across a wide
spectrum of environments and across diverse communities of children. Both parental
responsiveness and parental demanding are important components of good parenting.
Authoritative parenting, which balances clear, high parental demands with emotional
responsiveness and recognition of child autonomy, is one of the most consistent
family predictors of competence from early childhood through adolescence.
Authoritative parents use positive discipline as their strategy to rear their children. As
a result, in the years since, positive discipline publications have grown to include
titles that address different age groups, family settings, and special situations. Positive
discipline is taught to schools, parents, and parent educators by trained Certified
Positive Discipline Associates. Community members, parents, and teachers are
encouraged to become trained facilitators and to share the concepts of Positive
discipline with their own groups (Positive Discipline Association, 2008).
In Thailand, public and government domains have recognized and
acknowledged the importance of parent education regarding child development.
Resources and training that provide information on establishing an environment for
developing the child's cognitive development, psychomotor development, nutrition
and health care have been available for Thai parents. Personal training is provided for
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parents who cannot read, Mostly, they are families living outside Bangkok
(Kajornrungsilp, 1995, TCDF, 2008).
Since Achenbach (1991) developed instruments for parents and teachers to
assess social competence and behavioral and emotional problems in children, the
instruments have been translated into many languages. An extensive checklist, the
Child Behavior Checklist (CBCL) to be used by parents, has been translated into 60
languages and used cross-culturally, including in Thailand. Also, a report form for
teachers, the Teacher's Report Form (TRF), has been used in several cross-cultural
studies. The translation of these empirically-based instruments has contributed to a
cross-culturally robust methodology permitting direct comparisons of problem scores
across studies and cultures in a more standardized fashion (Bird, 1996)
Cederblad, Pruksachatkunakorn, Boripunkul and Intraprasert (2001)
conducted a cross-cultural study comparing Thai children's behavioral problems and
competence with those of American children. By using Achenbach's cross-cultural
instruments measuring the child's social competence and behavioral and emotional
problems, they found that Thai children have more over-controlled symptoms than
American children as reported by their parents. The authors suggested that Thai
children need some aspects of positive mental health. Assessing Thai children's
behavior with the CBCL, Weisz, Weiss, Suwanlert and Chaiyasit (2006) also found
that Thai children are more likely to have delayed maturation and indirect aggression
and/or delinquency. Intervention across national boundaries is suggested in their
study.
Some Thai parents are becoming aware that spanking is an ineffective method
of discipline for their children. However, in discussing support for corporal
punishment, Thai parents do not advocate violence. They do not want to utilize
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corporal punishment, and do so only when they have reached point of extreme
frustration, or lack the knowledge and support necessary to use alternative methods of
discipline (Sirivech, 1998). Even though the resources of social and emotional
information are available in forms of print media, parent education and training to
support social-emotional development is limited. Low-income families and parents
who cannot read have limited access to this information (TPNED, 2006; TCDF,
2008).
Parent Education
Parent education is the process of providing parents and other primary
caregivers with specific knowledge and childrearing skills with the goal of
promoting the development and competence of their children. Although
almost any activity that parents become involved with in early intervention
could be construed as educational, the term "parent education" typically refers
to systematic activities implemented by professionals to assist parents in
accomplishing specific goals or outcomes with their children (Mahoney et al.,
1999, p.131).
Development of parent education/training. Parent education has been rooted
within the U.S. culture for centuries. Croake and Glover (1977) studied the history of
parent education programs in the U.S. They found that the first record of group
meetings of parents in the U.S. dates from 1815 in Portland, Maine, as a form of study
group called "maternal associations" to discuss childrearing problems. These early
groups were concerned about the religious and moral improvement of their children.
Good Housekeeping, Ladies Home Journal, Mother's Magazines, Mother's
Assistant, Parents' Magazine and Woman's Home Companion were the reading
sources to support the parents' needs of nurturing and rearing their children during
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1800's. In 1888, the Society for the Study of Child Nature was founded and has
continued parent education programs to this day. It is now known as the Child Study
Association of America (Croake &Glover, 1977).
In his study of history of the U.S. parent education, Starder (1984) found that
the private sector and federal government started to have an influential movement on
parent education programs during 1880's to the beginning of the 1900's. G. Stanley
Hall developed the Child Study Center at Clark University in 1889. The National
Congress of Mothers was founded in 1897, later to become the Mothers and Parent
and Teachers Association in 1908 and eventually the Congress of Parents and
Teachers in 1924.
One important advocate for parent education training was Gesell, the author of
many childcare and development books focused on parental education, such as The
Preschool Child from the Standpoint of Public Hygiene and Education, The
Guidance of Mental Growth in Infant and Child, Infant Behavior, and Its Genesis and
Growth. Moreover, Gesell also published a series of five films for parents,
accompanied by A Handbook for the Yale Films of Child Development: Specially
Released for Parent Education Leaders in Emergency Education Programs. Gesell
suggested that schools and universities should train their students to be potential
parents (Ames, 1989).
"Before the 1920's parent education was still primarily informal and
unorganized, but as more parents began to ask for help, educators and social workers
recognized the need for parent education and gradually began to collect and
disseminate organized materials." (Croake & Glover, 1977, p. 152). The federal
government shaped national guidance by expanding parent education through holding
The White House Conference on Child Health and Protection from 1909 until late the
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1930's. World War II and a shortage of budget caused parent education activities to
decline during the 1940's. Agriculture, education, and mental health have been
primary federal advocates of continuing parent education programs since late the
1940's (Brim, 1965 in Croake & Glover, 1977). Presently, the Cooperative State
Research, Education, and Extension Service Children Youth and Families at Risk
(CYFAR) Initiative serves parents through the support of the U.S. Department of
Agriculture. It gives overviews of and contacts for projects serving nearly 99,000
youths and 17,000 parents. Projects are community-based, multidisciplinary, and
feature holistic approaches viewing the individual in context of family and
community (Office of National Drug Control Policy [ONDCP], 1998).
The public's reception of the Parent Effectiveness Training (PET) Program,
developed by Thomas Gordon, was significant evidence proving that parent education
programs recovered and expanded rapidly. PET sessions include lectures, readings,
role-playing, and homework exercises. The emphasis of the training focuses on
learning human relations strategies that include the use of active listening, sending "Imessages," and a "no-lose" method of resolving conflicts involving negotiating a
solution satisfactory to both parents and child. At present, PET offers research-based
parent training, products and services in 43 countries around the world (Gordon
Training International, 2008).
Head Start is an example of a federally-subsidized program that supports
parent education. The need for child-mental health services also caused the emergence
of parent education programs (Long, 1997). Currently, the field of parent education is
flourishing. The number of programs for parents is growing tremendously as
professionals and policymakers give increased attention to the influence of families
on early child development and to the stresses of parenthood. Aside from federal and
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public support, parenting program resources have been found through other funds
such as foundations (e.g. Carnegie Foundation, Annie E. Casey Foundation, The
Commonwealth Fund, etc.), networks (e.g. Early Childhood Educators' and Family
Web Corner, National Network for Family Resiliency [NNFR], The National
Parenting Center, etc), and advocacy organizations (e.g. Child Welfare League of
America, Inc., Zero to Three: National Center for Infants, Toddlers, and Families,
Children's Defense Fund, Family Resource Coalition of America [FRCA], etc.)
(ONDCP, 1998).
Some resources provide not only parenting education programs, but also equip
parents with needed materials. For example, the Center for the Improvement of Child
Caring provides leadership and support in parent training, resources for parenting
movement, training programs, training materials, instructor workshops, and seminars
for parents. It has catalogs of materials screened for effectiveness. A companion
organization is the National Parenting Instructors Association. Funded by the Office
of Juvenile Justice and Delinquency Prevention, Strengthening America's Families
Project conducts training on eight model family-based juvenile delinquency programs
(Parents and Children Training Series; Strengthening Families Program;
Strengthening Multi-Ethnic Families Program; Families and Schools Together
(FAST) Program; the Parent Project; Functional Family Therapy; Iowa Strengthening
Families Program-Pre- and Early Teens; and Nurturing Parent Program. It also
provides descriptions on model family strengthening programs (ONDCP, 1998).
Effectiveness of parent education on parental skills. Even though the early
studies on parent education or training programs were found to be effective in
increasing parent knowledge, they have been criticized because of one or more
inappropriate research designs, such as no control group, undetermined reliability and
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validity of instruments, or the evaluator was not an outsider. However, from 1963 to
1975, the research processes of parent education programs have been improved by
having treatment for an experimental group and having control groups to compare the
effectiveness of the programs (Croake & Glover, 1977).
Measured by a Kohlberg Moral Development Scale, Stanley (1978) showed
that parents' equalitarian attitudes and effectiveness in collective decision-making
significantly increased after they participated in the moral reasoning parent training.
When parents and teens were taught Adlerian parenting skills together, the teens
continued to advance in their moral development for a year after the class. Another
small study reviewed the impacts of Adlerian parent education in a cross-cutural
setting, Newlon, Borboa and Arciniega (1986) confirmed that the parent education
affected Mexican mothers' perception of child behavior. The study found a positive
change in the parent participants' perception of their behavior. Nystul (1982) found
that mothers who participated in Systematic Training for Effective Parenting (STEP),
a modification of the Adlerian approach, developed by Dinkmeyer and McKay,
"were more democratic in their childrearing attitudes, had significantly higher
tendency to encourage verbalization, and had a significantly lower tendency to be
strict with their children" (p.63).
The emergence of the Adlerian approach phenomenally impacted parent
education programs. Medway (1989), while criticizing the evaluation strategies (or
lack thereof) of parent educators, found that a meta-analysis of Adlerian and other
parent education models suggested that these programs were influencing the attitudes
and behaviors of parents and their children. Although no specific approach to parent
education has been routinely singled out as more effective than another, Adlerian
programs demonstrated consistently positive outcomes that Krebs (1986) regarded as
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reliable and valid. Typical outcomes from Adlerian programs are that parents become
more democratic with regard to childrearing and view their children's behaviors more
favorably (Fine & Henry, 1989; Krebs, 1986).
The studies support the Positive Discipline model of teaching groups of
parents experientially (with role plays and games). Cunningham, Bremner and Boyle
(1995) compared a large group community-based parent training program to a clinicbased individual parent training (FT) program in Hamilton, Canada. Parent training
programs conducted in large community-based contexts have been more effective
than a clinic-based individual parent training (FT) in terms of cost effectiveness,
changing behavioral problems and interest by the parents. Goodson, Layzer, St.
Pierre, Bernstein and Lopez (2000) conducted a study on the effects of intervention on
the comprehension of multi-risk, low-income children and their parents in a range of
education, health, and social services to meet the complex needs of their
disadvantaged families. Teaching parents in groups has been shown to be more
effective than individualized instruction. There is more change in parenting behavior
and the positive impacts last longer.
Klebanov and Brooks-Gunn (2007) found that families who participated in the
Infant Health and Development Program, which provides early childhood education,
were related to maternal authoritative behavior toward girls, less authoritarian
behavior for mothers who did not participate, and greater task enthusiasm from Black
children. The study showed that parents tend to change their parenting styles after
they receive early childhood education from a parent education training program.
Opportunities to practice what they are learning through role plays and other
experiential activities is also cited by researchers as one of the tools that makes
parenting class more effective in changing behavior (Daro, 1994; Stone, 2000).
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Students who are taught social skills early in their school career have a
reduced risk for aggressive behavior as much as six years later. When first grade
teachers were taught a method of teaching kids how to cooperate and work in groups,
the level of classroom aggression went down. The boys from those classrooms were
much less likely to demonstrate aggressive behavior in middle school (Kellam, 1998).
This finding is notable given previous findings (Campbell, 1995) that behaviors noted
in preschool are likely to persist into the later years.
Since the 1980's, a growing amount of literature has suggested that parental
involvement has a positive impact on children's learning and success in school.
Parents who participated in the Drug Abuse Resistance Education (D.A.R.E.) program
expressed their feeling that the program helped them see the differences. Moreover,
they gained a lot of knowledge when they viewed the D.A.R.E. officer as an effective
educator (Donnermeyer, 2000). Some parents are willing to use their knowledge in
areas such as communication skills and positive principles, to improve the good of
their children. Training programs also reduce the possibility of divorce. Relative to
the comparison group, trained parents were more likely after their mediation to selfreport having had helpful conversations with the other parent in getting ready for the
mediation (Lash, 1999). Parent education activity provides a chance for parents to
discuss their problems, exchange ideas, and learn new concepts of parenting skills
from one another. Parent education is a very necessary support for parents during their
parenting times.
The 101 's: A Guide to Positive Discipline
"If you want to spank you child, you may. But, how about after you try these
101 positive principles? If they don't work, you may spank your child then."
(K.C.Kersey, personal communication, September 18, 2006).
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The conversation above is the advice that Dr. Kersey always tells her parents
when trying to convince them to try her The 101s: A Guide to Positive Discipline. In
her award winning training tool - The 101s: A Guide to Positive Discipline, Kersey
(2005) provides a list of 101 positive discipline techniques to help parents nurture and
love their children, teach respect, shape behavior, foster independence and build
resiliency. The 101 's have been developed in a variety of formats available on DVD,
VHS and CD-ROM. The VDO clips are real situations happening in real classrooms
where teachers use each of the positive principles as Kersey provides comments. The
101's are available in a Preschool Version and Kindergarten - Fifth Grade (Ages 5 12) Version.
Parenting Style Effects
Definition. Parenting style is a psychological construct representing standard
strategies parents use in raising their children. It refers to the interactions between
parent and child which contribute to the parent-child relationship, involving the full
extent of a child's development in the aspects of behavior, academic performance, and
self concept of the child (Kersey, 2008; Linwood, 2004).
According to those who study human behavior, the parenting styles are based
upon how much of each behavior the parent displays in his or her interactions with the
children. Most researchers who attempt to describe this broad parental milieu rely on
Baumrind's (1991)concept of parenting style. These styles are based upon two
indicators: parental warmth and parental control (now called "parental
responsiveness" and "parental demandingness"). In this paper, the author also
followed Baumrind's concept of parenting style as follows:
Authoritative: High Control and High Warmth (Positive Discipline)

Parents who fall into the Authoritative category are rated as flexible
but firm, maintaining control and discipline but showing some reason and
flexibility as well, and communicating expectations but allowing verbal giveand-take. They score as high on demandingness and responsiveness, and have
clear expectations for behavior and conduct which they monitor, and their
discipline fosters responsibility, cooperation, and self-regulation (Baumrind,
1991).
Authoritarian: High Control and Low Warmth
These parents are highly directive, value obedience and are more
controlling, show less warmth and nurturance and more distance and
aloofness, and discourage discussion and debate. They are high on
demandingness but low on responsiveness, maintaining order, communicating
expectations, and monitoring the children carefully Baumrind, 1991).
Permissive: Low Control and High Warmth
These parents make fewer demands, and allow the children to regulate
themselves for the most part, use little discipline. They are higher on
responsiveness but lower on demandingness, requiring little maturity and
conventionalism, and avoid confrontation of problematic behavior (Baumrind,
1991).
Rejecting/Neglecting: Low Control and Low Warmth
These parents are low on both demandingness and responsiveness;
they do not structure, organize, discipline, attend and supervise and may
actively reject or neglect the children (Baumrind, 1991).
Impact of parenting styles on children's success. Parenting style, as it is
perceived by the children and teenagers in the family, has been found to predict child
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well-being in the domains of social competence, academic performance, psychosocial
development, and problem behavior (Cohen & Rice, 1997; Lam, 1997; Deslandes,
Royer, Turcotte, & Bertrand, 1997 ). There is overwhelming evidence that children
and teenagers who see their parents as both kind (supportive/responsive) and firm
(demanding) have more success socially and academically (Aquilino, 2001;
Baumrind, 1991; Jackson, Henriksen & Foshee, 1998; Radziszewska, Rischardson,
Dent, & Flay, 1996; Simons-Morton, Haynie, Crump, Eitel & Saylor, 2001). In
another words, authoritative parenting or positive discipline (high supportive and
firm) correlates with higher children's social and academic achievement than
authoritarian parenting (high control and low warmth).
Lam (1997) investigated the relationships between family structure,
socioeconomic status, authoritative parenting, and children's academic achievement in
a sample of 181 eighth graders in 2 inner-city schools in the midwestern United
States. Though the results show that children who are living with only one parent or
who live in poverty do not succeed to the same degree as their counterparts with two
parents or higher incomes, they still are positively impacted by an
authoritative/democratic parenting style. Moreover, results suggest that effective
parenting includes: (1) a high degree of monitoring; (2) a high degree of positive
support; and (3) a high degree of positive discipline.
Different studies have examined the association between parenting "style" and
behavior from different perspectives. The general conclusion is that when young
people perceive that their parents are warm and responsive (kindness) and have high
expectations (firmness), they are at significantly lower risk for drug and alcohol use,
less likely to smoke and to exhibit violent behavior (Baumrind, 1991; Jackson et al.,
1998; Radziszewska et al., 1996; Simons-Morton et al., 2001).
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Baumrind has investigated the association of parenting styles and children's
success for decades (Baumrind, 1966, 1971, 1973, 1991; Baumrind & Black, 1967).
Even though the sample of her studies ranged from preschoolers (Baumrind & Black,
1966; Baumrind, 1967) to adolescents (Baumrind, 1991), the findings were consistent
in a correlation between parental practices and children's various aspects of
competences.
Many positive discipline techniques, such as placing demands upon the child
for self-control, encouraging independent action and decision-making, and modeling
responsible behaviors, have been used to foster preschoolers' self-resilience by
authoritative parents. In one study, Baumrind (1967) investigated 103 preschoolers
enrolled in the H. E. Jones Child Study Center, Institute of Human Development,
University of California, Berkeley, and 95 families. The results of this study
confirmed her previous findings (Beaumrind, 1966) in which parents of the most
assertive, self-reliant, and self-controlled children were controlling, demanding,
communicative, and loving. Parents of the unhappy and disaffiliated group were
relatively controlling and detached; and parents of the least self-reliant and selfcontrolled group of children were noncontrolling, nondemanding, and relatively
warm.
Baumrind's parental typology was confirmed again when Dorabusch, Ritter,
Leiderman, Roberts, and Fraleigh (1987) reformed the study to test and develop with
a larger diverse sample of 7,836 students in the San Francisco Bay area. They found
that students raised by pure authoritative parents, with low authoritarian and
permissive parenting styles, had the highest mean academic grades. The lowest grades
were always acquired from students who had inconsistent families that combined
authoritarian with other styles. Studies also show that parenting styles that are
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authoritarian/ directive (high on demanding, generally in an intrusive way and low on
responsiveness), permissive (high on warmth but little or no directiveness) and/or
unengaged/inconsistent are clearly associated with negative outcomes such as lower
self-confidence, self-esteem, security, emotional well-being and decision-making
capabilities (Aquilino & Supple, 2001; Baumrind, 1991; Ginsberg & Bronstein,
1993).
Baumrind (1991) conducted the Family Socialization and Developmental
Competence longitudinal program of research (FSP) to examine hypotheses
pertaining to family patterns as determinants of adolescent competence and of types of
adolescent substance users. Data include clusters derived from comprehensive ratings
of parents and their children completed independently within- and across-time periods
at ages 3, 9, and 15 years. The sample included 139 adolescents and their parents from
a predominantly affluent, well-educated Caucasian population. Parenting types were
identified into 1 of 4 groups (authoritative, authoritarian, indulgent, or neglectful) by
their children's rating of their parents on 2 dimensions: acceptance/involvement and
strictness/supervision. The youngsters were then contrasted along 4 sets of outcomes:
psychosocial development, school achievement, internalized distress, and problem
behavior. Findings showed that Authoritative parents who were highlyfirmand
highly responsive were remarkably successful in protecting their adolescents from
problem drug use, and in generating competence. The result was consistent with her
theory and her results from the previous studies.
Baumrind's framework was examined again when Weiss and Schwarz (1996)
conducted their study to predict relations between parents' child-rearing style
(Authoritative, Democratic, Nondirective, Nonauthoritarian-Directive, AuthoritarianDirective, and Unengaged) and the adolescent children's behavior in the 4 domains
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assessed: personality, adjustment, academic achievement and substance use. One
hundred seventy-eight freshman students from the University of Connecticut and their
roommates, mothers, fathers, and one sibling were participants of the study.
Questionnaires assessing parenting behavior were mailed to the participants except for
the student participants and their roommates, who completed the questionnaires in the
sessions. Three years later, during the students' senior year, the students were asked to
participate in a follow-up study. Seventy-five percent of the original sample agreed to
participate and completed questionnaires pertaining to adjustment and to alcohol and
drug use. The results presented the similar results to Baumrind's studies in which
adolescents whose parents are authoritative rate themselves and are rated by objective
measures as more socially and instrumentally competent than those whose parents are
nonauthoritative.
Jackson et al. (1998) conducted a new survey measure of authoritative
parenting, the Authoritative Parenting Index (API), and its correlation with children's
risk behaviors. The API contains with 20 items indicating parenting behaviors such
as warmth, acceptance, involvement, intrusiveness, supervision, and demanding
dimension. The API measured parenting styles from the children's point of views.
Then the results were correlated with data from studies of (1) substance use in a
sample of 1,236 fourth and sixth-grade students; (2) weapon-carrying and
interpersonal violence in a sample of 1,490 ninth- and tenth-grade students, and (3)
anger, alienation, and conflict resolution in a sample of 224 seventh- and eighth-grade
students. It was found that the API had a factor structure consistent with a theoretical
model of the construct which is the Authoritative parenting style, which can prevent
health risk behaviors among youth. Importantly, the results from the API showed that
parenting style has a significant impact for both children and adolescents. The study
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showed that authoritative parenting was related positively to the academic
competence of White and Hispanic youth, but was unrelated to the academic
competence of African-American and Asian-American youth. The authors suggested
that the relation between ethnicity, authoritative, and youth outcomes should be
further studied.
A number of studies have shown that there is a correlation between
adolescents' and friends' substance use. Simons-Morton et al. (2001), however, have
found positive parenting behaviors to protect against adolescent substance use. The
authors surveyed 4,263 sixth- to eighth-grade students to assess the effect of peer and
parent influences on adolescent substance use. The findings are consistent with the
hypothesis that associating with deviant peers promotes substance use and that
authoritative parenting protects against smoking and drinking.
According to Cohen and Rice (1997), the majority of children and their
parents did not perceive parenting styles congruently. Child perception is more
strongly associated with grades and substance use than is parent perception. Hence,
parents would benefit from understanding how they are perceived by their children.
To measure the children's perception of their parenting styles, Cohen and Rice
surveyed 386 students and their parents in two public school districts. A total of 386
matched parent-child pairs from eighth- and ninth-grade students were analyzed for
parent and student classification of parents as authoritative, authoritarian, permissive,
or mixed parenting styles. They found that agreement on parenting styles between
parents and children was poor. Students perceived parents as less authoritative, less
permissive and more authoritarian than parents considered themselves. It was found
that the children who perceive their parents as authoritative parents have less
substance use and they are also more likely to succeed academically.
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Englund, Luckner, Whaley and Egeland (2004) conducted a longitudinal
study that looked at the association between parental behaviors, parental expectations
and children's academic achievement from birth through 3rd grade. The participants
were firstborn children and their mothers, who were recruited through the
Minneapolis, Minnesota public health clinics during the third trimester of pregnancy.
By videotaping 187 low-income children and their mothers, the researchers assessed
the mother's quality of instruction in a laboratory procedure in which mother-andchild pairs participated in a set of four developmentally appropriate problem-solving
situations. Two independent coders viewing all four tasks rated the instructional
behavior of all of the mothers on a 7-point scale. They rated how well the mother
structured the situation and coordinated her behavior to the child's activity and needs
for assistance. This measure, used in previous studies to assess various dimensions of
early parent- child interactions, including quality of instruction, correlated with
subsequent scores on standardized achievement tests (Connell & Prinz, 2002; R C.
Pianta & Egeland, 1994; R C. Pianta & Harbers, 1996).
Parental expectations were assessed at Grades 1 and 3. During a
semistructured interview, parents were asked the open-ended question "How far do
you think your child will go in school?" A 5-point scale to code parents' responses
ranging from "Will not complete high school" to "Will go to graduate or professional
school" was developed. The level of parental involvement with school was assessed at
Grades 1 and 3 by interviews with each child's teacher at each grade level.
The child's IQ was assessed at 64 months of age using an abbreviated version
of the Wechsler Preschool and Primary Scale of Intelligence (WPPSI; Wechsler,
1967). The total score of four subtests (vocabulary, comprehension, block design, and
animal house) was used for data analysis. To measure the child's achievement,
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teachers were asked to rate the child's overall academic progress compared with
typical students in the same grade in the spring of first and third grades. Teachers
rated each child's progress on a 5-point scale ranging from very poor to outstanding.
The findings showed that mothers' quality of instruction prior to school entry had
significant direct effects on IQ and parental involvement had significant direct effect
on achievement in 1st and 3rd grade. The results suggest that early parental factors are
important for children's academic achievement.
Steinberg, Lamborn, Dornbusch, Mounts and Darling (1994) produced strong
evidence of the importance of parenting styles when they examined the association of
parenting styles, parental involvement in schooling, and parental encouragement to
succeed in middle school achievement in an ethnically and socio-economically
heterogeneous sample of approximately 6,400 American 14-18-year-olds. In their
study over two years, they found that authoritative parenting benefits academic
achievement. Like many studies, they also found that parental involvement is much
more likely to promote adolescent school success when it occurs in the context of an
authoritative home environment. Interestingly, when more closely examined, their
findings show that authoritative parenting is strongly related to parental school
involvement and "academic encouragement," both of which are associated with
school success. The positive impact of "school involvement" is significantly less if
the parent does not also have a "kind and firm" parenting style.
The results of association between parenting styles and children's academic
achievement are consistent cross-culturally. Radziszewska et al. (1996) reported that
adolescents with authoritative parents had the most favorable outcomes by having
high academic grades and low depressive symptoms and smoking rates. On the other
hand, those with unengaged parents were found to be the least well-adjusted with

social emotions and academic grades while the permissive and the autocratic styles
produced intermediate results. This finding was a product across 3,993 15-year-old
White, Hispanic, African-American, and Asian adolescents who live in the United
States. In another cross-cultural study of adolescents, Leung, Lau, and Lam (1998)
found that that academic achievement was negatively related to authoritarianism. In a
study of adolescent minority students (Hispanic-American, African-American, and
Asian-American), Boveja (1998) found that adolescents who perceived their parents
to be authoritative engaged in more effective learning and studying strategies.
Looking at academic success, Paulson, Marchant, and Tothlisberg (1998),
studied 230 fifth and sixth graders and found that the best academic outcomes were
from the children who perceived that the parenting style matched the teaching style.
The best outcomes were found when both styles were perceived by the students as
"authoritative." The students' perception were measured by the students who
answered questionnaires asking their perceptions toward parenting style, parental
involvement, teaching style, school atmosphere and student outcomes. The children
who did the worst were those who came from disengaged families and perceived their
teacher as controlling (authoritarian). No gender or socioeconomic differences were
found among the clusters. The study's findings suggest the best results are found
when parents and teachers both adopt the authoritative style. They concluded that by
adopting positive discipline, parents and teachers can make this congruency possible.
Impact of parenting styles on the adult-child relationship. According to
Resnick et al. (1997), a young person's sense of connectedness with his or her family
is associated with positive outcomes. A national study of 12,118 adolescents showed
that a sense of connectedness with their family was protective against every health
risk behavior except history of pregnancy. The questions asked of the teens in this
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large study included whether or not the teen felt wanted or loved by family members,
whether they perceived caring by their mother or father, how many activities they
engaged in with either parent in the previous week, and parental presence during
different times of the day. As a result of positive child-adult relationships, the study
found that a young person's sense of community (connection or "belongingness") at
home and at school also increased academic success and decreased socially risky
behavior.
Also, the ways in which parents interact with their children greatly affect their
children's future social competencies. For example, parents that engage in explicit
encouragement of reflection often have positive implications for their children's
social competence. Parents engage in explicit encouragement of reflection when they
encourage their children to think about causes and consequences of their behavior as
explicitly stated by the parents. After children examine the causes and consequences
of their behavior, they will be able to modify that behavior (Applegate, Burleson, &
Delia, 1992). The following is an example that demonstrates parental use of
reflection-enhancing communication with a child who is struggling with how to
respond to a problem with a friend:
When people hurt us we want to call them names. It doesn't do any good
though. Next time why don't you tell them you're angry at what they
did. Then maybe they won't do it again. If they do, then just don't play
with them. Just calling someone a name doesn't make you feel better or
your friend (Applegate et al., 1992,p. 16).
By providing reflection, parents give them an opportunity to think about the
causes and consequences of their behavior in order to change or understand their
future actions (Taylor, Clayton & Rowley, 2004).

Connell and Prinz (2002) studied the impact of childcare and parent-child
interactions on school readiness and social skills development for low-income
African-American children. They found that childcare exposure experiences had a
positive relationship to the children's school readiness. Importantly, they also found
that the parent-child interaction quality characterized as responsive had a consistent
pattern of positive effects on the child's readiness-related outcomes. In the United
States, research has generally supported the finding that parent-child interactions
characterized as warm, structured, and emotionally responsive are related to positive
cognitive and behavioral gains in children, regardless of racial/ethnic group or social
class (McCabe, Clark, & Barnett, 1999).
A longitudinal study by Schmidt, Demulder and Denham (2002) was
conducted to examine relations among child-mother attachment at age 3, family stress
at ages 3, 4, and 5, and social-emotional outcomes in kindergarten. Followed for 2
years, 49 Caucasian middle to upper-middle class preschoolers in Northern Virginia
and their families were participants. Attachment was measured using the Attachment
Q-Set for each child at age 3 by observing them during a total of 3 home visits which
took place for approximately 6 hours of total observation time over a period of 2-3
weeks. Family stress was determined using the Life Experiences Survey (LES).
Families were asked to complete the LES at the start of the study (preschool), as well
as one year later and two years later (kindergarten age).At kindergarten age, mothers
completed the Child Behavior Checklist, teachers completed the Preschool
Socioaffective Profile, and focal children's peers completed a sociometric task to
determine peer popularity. Results suggest that less secure children are more
aggressive and less socially competent in kindergarten and children who experience
more family stress in their preschool years are more aggressive and anxious and less
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socially competent in kindergarten than their peers who experience less family stress
in those same years.
In 1999, Lamb-Parker, Boak, Griffin, Ripple, and Peay looked at parent-child
relationships and the home learning environment that affects school readiness. Based
on a Head Start parent-involvement model, a longitudinal pretest/posttest design was
conducted in a large urban city Head Start agency. The parents were asked to answer
three questionnaires to measure the parent-child relationship, the home learning
environment and the child's school readiness. The Classroom Behavior Inventory was
completed by the child's Head Start teacher to measure major dimensions of social
and emotional behavior. The main findings were that children had better school
readiness outcomes when parents spent more time helping them at home. Parents that
had better understanding of the importance of play in child development also
contributed to better cognitive outcomes for children and positive classroom
behaviors. An unexpected result was that the number of activities in which the parent
and child engage together was associated with several negative aspects of classroom
behavior such as less considerate, less task-oriented and exhibiting distractibility. The
researchers offered one possibility for this finding that while supportive, reciprocal
fostering of a child's interests in learning can enhance eagerness to learn and school
readiness, overly demanding didactic attempts made by the parent maybe perceived
by the child as overwhelming and lead to a variety of negative outcomes. Children's
academic success was found to be a responsibility of parents, schools, homes,
communities, and the larger society as another Head Start study explored teachers and
children as co-creators of behaviors characterized as at risk or promise as children
transitioned to kindergarten (Skinner, Bryant, Coffman, & Campbell, 1998).
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From the above research, the parenting style has been found to predict child
well-being in the domains of social competence, academic performance, psychosocial
development, and problem behavior. Emotional competence is crucial to children's
ability to interact and form relationships with others. As Saarni (1990) stated, "We
are talking about how [children] can respond emotionally, yet simultaneously and
strategically apply their knowledge about emotions and their expression to
relationships with others, so that they can negotiate interpersonal exchanges and
regulate their emotional experiences" (p. 116). As a result, children's social
competence is increasingly being recognized as vital to children's success.
Social Emotional Competencies
Although there are numerous definitions of social competence circulating in
the literature, there is an emerging consensus among most published definitions.
Rose-Krasnor (1997) proposed a prism model to elaborate social emotional
competence definition and development. The Prism Model of social-emotional
competence consists of three levels: Theoretical Level, Index Level, and Skills Level.
At the topmost level of the prism model, called Theoretical Level, social-emotional
competence is defined as effectiveness in interaction. The effectiveness in interaction
is the ability to produce positive and regulated emotions to sustain positive
engagement with others. It identifies competence as transactional, emerging from
interactions between people, rather than an ability residing within an individual.
Social success is judged in the context of how others respond to the individual's
behavior. Therefore, effectiveness is the consequence of organized behaviors that
meet short- and long-term developmental needs. As it is a joint product of the
individual and the social environment, behaviors judged to be effective in one context
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may not have similar success in another context. Measures of social competence are
oriented toward specific individual goals, tasks, or situations.
The middle level is called Index Level. In this level, the indices of socialemotional competence contemplate qualities of interaction sequences, relationships,
group status, and social self-efficacy. Because they are determined through
transactions with others, the Index Level is divided into self and other domains.
Indices in the self domain include all social-emotional aspects in which the individual
succeeds in meeting his/her own goals and has a feeling of efficacy in social
interactions. Indices in the other domain include social-emotional aspects which
involve the individual's interpersonal connectedness, including sociometric status,
quality of friendships, the attachment security, and the quality of social support
networks. While the Self Domain of social competence reflects effectiveness from the
individual's own perspective, the Other Domain captures effectiveness in establishing
connectedness, in which the individual gives priority to the needs and perspectives of
others. Whether the organized behaviors of individuals meet short- and long-term
development needs or not, it depends upon the situation-specific nature of the indices.
For example, in infancy, the child achieves a separate sense of self, while still
dependent on others for care. If the child is unable to secure caretaker support, he or
she may be physically and emotionally at risk. The major challenge of life-span
development is to achieve both autonomy and connectedness.
Finally, the bottom level is the Skills Level. It includes the social, emotional,
and social cognitive abilities, behaviors, and motivations, including perspectivetaking, communication, empathy, affect regulation, and social problem-solving.
These elements reside primarily within the individual. These behaviors and
motivations are based upon which the higher levels are built. The Skill Level also
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includes goals and values, which provide the direction and motivation for social
behavior. The child's goal choices will have implications for competence at the
Index Level. A child who gives priority to peer dominance goals, for example, may
use an aggressive bullying strategy, even though the child has the social skills to
behave more positively. This aggression likely will have implications for the child's
peer acceptance and friendship quality. When behavioral skills and motivations work
smoothly and effectively together, the child is more likely to attain success in the
social competence measures represented at the Index Level (Denham, 2006, RosenKrasnor, 1997). Out of all the three levels, social competence is recognized as
effectiveness in interactions, considered from both self and other perspectives. Social
competence is an organizing construct, with transactional, context-dependent,
performance-oriented, and goal-specific characteristics (see Figure 1).

Figure 1. The Social Competence Prism (Rose-Krasnor, 1997).
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In addition to the Rosen-Krasnor's social-emotional prism model, the
Collaborative for Academic, Social, and Emotional Learning (CASEL) has identified
a set of social-emotional skills that underlie effective performance of a wide range of
social roles and life tasks. CASEL has drawn from extensive research in a wide range
of areas, including brain functioning and methods of learning and instruction to
identify the skills that provide young people with broad guidance and direction for
their actions in all aspects of their lives, in and out of school. The skills are the ability
to: (1) identify and understand one's own feelings, (2) accurately read and
comprehend emotional states in others, (3) manage strong emotions and their
expression in a constructive manner, (4) regulate one's own behavior, (5)develop
empathy for others, and (6) establish and sustain relationships (National Scientific
Council on the Developing Child [NSCDC], 2004)
Each of these skills develops on its own timetable, but the skills build on one
another. Very young children, for example, have to learn to understand and recognize
their own feelings, but then they gradually learn to associate verbal labels to those
feelings, to learn that others have feelings too, and to begin to empathize with others.
As children grow older, they learn to manage their emotions—to shake off feelings of
anxiety, sadness, or frustration, and to delay gratification in order to achieve a goal.
As adults, those skills help differentiate the mediocre salesman from the successful
one who can read the emotional response of a prospective client. They help athletes
persevere until they win their gold medals. They help spouses empathize with one
another to decraese arguments, and they impel good citizens to shy away from
injuring others because they can understand how such actions would cause pain
(NSCDC, 2004).

Research describing the importance of social competence. Research suggests
that a child's long-term social and emotional adaptation, academic and cognitive
development, and citizenship are enhanced by frequent opportunities to strengthen
social competence during childhood (Kinsey, 2000; Ladd & Profilet, 1996; Parker &
Asher, 1987).
While research studies investigating the relationship between multiage
grouping and academic achievement reveal inconsistent results, Kinsey (2000)
focused on the important factors found in those studies that report significant
achievement outcomes for students in multiage classrooms over those in single-age
classes. Advantages in the academic realm are supported by consistent reports across
studies of specific benefits of multiage grouping in the area of socioemotional
development. Students in multiage classrooms demonstrate more positive attitudes
toward school, greater leadership skills, greater self-esteem, and increased pro-social
and fewer aggressive behaviors, compared to peers in traditional graded classrooms.
Finally, these variables have been shown to positively influence achievement
outcomes.
The Child Behavior Scale (CBS) was developed by Ladd and Profilet (1996)
to measure young children's behavior with peers at school. Within two cohorts, 16
teachers rated 206 five- to six year- old children's behavior with peers as following;
Aggressive With Peers, Prosocial With Peers, Asocial With Peers, Excluded by Peers,
Anxious-Fearful, and Hyperactive-Distractible subscales. Not only the results did
show the reliability and validity of the CBS, the results also suggested that children
who are rated as prosocial with peers are less likely to engage in aggressive behavior,
act in a hyperactive-distractible manner, or be rejected by their classmates.
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The relation between peer difficulties and later maladjustment is examined in
terms of both the consistency and strength of prediction. Parker and Asher (1987)
reviewed and analyzed the literature indicating general support for the hypothesis that
children with poor peer adjustment are at risk for later life difficulties. They
developed a framework for conceptualizing and assessing children's peer difficulties
and begun a discussion of conceptual and methodological issues in longitudinal risk
research. Then, they conducted three indexes of problematic peer relationships
(acceptance, aggressiveness, and shyness/withdrawal). These behaviors are evaluated
as predictors of three later outcomes (dropping out of school, criminality, and
psychopathology). Their conclusion supported the link of low acceptance and
aggression as predictors of dropping out of school and criminality. The literature they
reviewed suggests that clinic boys described by teachers as failing to get along with
peers are markedly more likely than other referred boys to come in contact with police
or to be arrested as young adults and somewhat more likely to be convicted and
incarcerated
One of the most important skills that children develop is self-regulation—the
ability to manage one's behavior so as to withstand impulses, maintain focus, and
undertake tasks even if there are other more enticing alternatives available. Selfregulation underlies the ability to undertake every task, so that it has implications for
not just how children get along with one another but also how they can focus and
learn in the classroom. As a result, self-regulation is an important key to school
readiness for students (NSCDC, 2004).
The role of self-regulation in school success - from preschool and kindergarten
to middle and high school - has now been documented in a number of studies as one
of the important keys for child development (Huffman, Mehlinger, & Kerivan, 2000).
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Cognitive self-regulation is linked to students' achievement in school (Lyon, &
Krasnegor, 1996). Children lacking emotional self-regulation are at higher risk for
disciplinary problems and are less likely to make a successful transition from
preschool to kindergarten (Huffman, Mehlinger, & Kerivan, 2001). Emotional selfregulation seems to play a part in child resiliency and later adjustment.
Children who did not learn self-regulation in preschool can turn into bullies
with aggressive habits of interaction that are difficult to break in later years. Eisenberg
et al. (2004) conducted a study to examine the relations of effort and impulsivity to
resiliency and adjustment of children when they were 4.5 to 8 years old, and 2 years
later. Parents and teachers reported on all constructs and children's attention
persistence was observed. In concurrent structural equation models, effort control and
impulsivity uniquely and directly predicted resiliency and externalizing problems and
indirectly predicted internalizing problems (through resiliency). Teacher-reported
anger moderated the relations of effortful control and impulsivity to externalizing
problems. In short, these skills help promote a range of positive behaviors, beginning
before children enter kindergarten and extending into adult life. Not surprisingly,
when a child has deficit of social and emotional development, this can result in
problems in school and later life.
Positive Discipline
Definition. The word discipline is based on the Latin word "discipulus," which
means "a pupil," or more accurately, "one who is learning." Thus, the ancient origins
of discipline are based on the notion of a reciprocal process of teaching and learning.
This notion is included in the modern definition of discipline. According to the
American Heritage Dictionary (2000), "discipline" refers to "training" that is
expected to produce a specific character or pattern of behavior, especially training that
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produces moral or mental improvement." A key word in this definition is
improvement, which means "to increase, develop, or enhance."
Conversely, from the American Heritage Dictionary (2000) the term
"corporal" is from Latin "corporlis", meaning of the body and the term "punishment"
means to punish for wrong doing. According to this definition "Corporal Punishment"
is defined as punishment to the body for wrong doing. Corporal punishment can be
defined as a painful, intentionally inflicted (typically, by striking a child) physical
penalty administered by a person in authority for disciplinary purposes. Corporal
punishment can occur anywhere, and whippings, beatings, paddling, and flogging are
specific forms of corporal punishment (Cohen, 1997).
Punishment, by definition, decreases undesired behavior by giving penalty.
Since the word "discipline" is always associated with teaching instead of
"punishment", positive discipline is the idea of teaching children within a healthy,
encouraging, and helpful environment. There are two positive discipline groups which
advocate for parent education that will be the focus of this study.
Theoretical approaches. Educational, legislative and legal reforms are crucial
to ending corporal punishment on a worldwide level. In 1979, Sweden became the
first country in the world to ban parents and schools from using all corporal
punishment on their children. By passing their "no corporal punishment" law, Sweden
set an example for other nations. Furthermore, Sweden bolsters the law by providing
funds for a massive education campaign and designating extensive support services to
minimize family stress and conflict. While the Swedish government primarily relies
upon the pedagogic effect of the legal prohibition, offenders are subject to criminal
prosecution (Bitensky, 1998). Other countries that have followed the Swedish
example are Austria, Bulgaria, Croatia, Cyprus, Denmark, Finland, Germany, Greece,
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Hungary, Israel, Iceland, Italy, Latvia, Norway, Romania, Ukraine and Netherlands
(EPOCH-USA, 2007a). Several countries making progress toward bans against
corporal punishment of children in all settings, including homes, are Switzerland,
Poland, Spain, Canada, New Zealand, South Africa, Sri Lanka, Northern Ireland,
Belgium, United Kingdom of Great Britain, Serbia, Slovakia, Slovenia, Portugal, Fiji,
Taiwan, Colombia, Costa Rica, Liechtenstein, Lithuania, Luxembourg, The
Netherlands (Global Initiative to End All Corporal Punishment of Children, 2007).
Children's rights have been recognized at an international level. Every child
and young person under 18 is protected by the United Nations Convention on the
Rights of the Child (UNCRC). The Convention is the most highly ratified human
rights agreement in history since its adoption in November 1989. The Convention is
important because it serves to focus attention on children's issues and it provides the
legal basis for improving the living conditions for children worldwide. The
Convention seeks to establish certain minimum standards that all governments that
sign the doctrine agree to follow, which guarantee a child's basic needs, protections,
and freedoms. UNCRC is an international convention setting out the civil, political,
economic, social and cultural rights of children. Nations that ratify this international
convention are bound by it by international law. Compliance is monitored by the
United Nations Committee on the Rights of the Child, which is composed of members
from countries around the world including Thailand. It has been signed by every
country in the world, except the USA and Somalia (Every Child Matters Change for
the Children, 2007).
Save the Children has responsed to the Article 19.1 of the UNCRC by
requiring the protection of the child, from all forms of violence, while in the care of
parents, legal guardians or any other person who has the care of the child (Save the
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Children Sweden, 2007). In most countries/states, laws are already in place that spells
out what kinds of discipline are considered excessive or abusive. Although the
Convention does not specifically address what forms of discipline should be used in
the home, it strongly supports parents providing nonviolent guidance and direction to
their children. In school, administrators are expected to take into account the child's
human dignity and eliminate any discipline practices that may cause physical or
mental harm (Piantal, 2007).
To protect the child's right and to end all violence against the children around
the world, Save the Children promotes and implements positive discipline as
alternative tools for avoiding corporal punishment. An essential part of the
organization is to change social attitudes towards the unrecognized forms of violence
around the world (Goicoechea, 2001). Based on the principles of healthy child
development, effective parenting and child rights, Durrant (2007), the author of
positive discipline manual by Save the Children Sweden, claimed that positive
discipline is non-violent and respectful of the child as a learner. Moreover, it develops
children's own self-discipline. By using clear communication of parents'
expectations, rules and limits, it builds a mutually respectful relationship between
parent and child. Finally, it teaches children life-long skills; thus, it increases
children's social and emotional competence and confidence to handle challenging
situations.
Accumulated research studied within the U.S. also supports the theory that
corporal punishment has created serious problems (see American Academy of
Pediatrics, 1998; Andero & Stewart, 2002, Anderson, 1979, Durrant, 2006, Gershoff,
2002, Lytton, 1997; McCord, 1997; Straus, & Stewart, 1999). As a result, corporal
punishment of children in the schools is banned within 28 states. However, reasonable
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corporal punishment of children by their parents or guardians is still legal in every
state except Minnesota (Bitensky, 1998). Prohibition of corporal punishment in family
daycare, group homes, institutions, childcare centers, and family foster care varies
according to state laws (EPOCH-USA, 2007b). This has led many professional
associations and social service organizations to call for a ban on the practice. They
include the End Physical Punishment of Children, the American Bar Association, the
American Medical Association, the American Psychological Association, the
American Academy of Pediatrics, the National Education Association, the National
Congress of Parents and Teachers, and many others. The number of organizations
opposed to corporal punishment continues to grow. This is due to increasing
awareness of the harms caused by it and the availability of superior disciplinary
alternatives.
As a result, positive discipline has emerged in response to the increasing in
children's socially risky behaviors and the decrease of their academic success.
Researchers found that building positive relationships is the key to help children
thrive. Positive discipline is a non-violent program designed to teach young people to
become responsible, respectful and resourceful members of their communities. It is
not only a tool for teaching children, but it also provides a foundation for adults
including parents, teachers, childcare providers, youth workers, and others. It teaches
important social and life skills in a manner that is deeply respectful and helps children
succeed, gives them information, and supports their growth (Nelson, Lott, & Glenn,
2000). As a result, parent education classes teach positive discipline across the
U.S.A., and positive discipline is widely used as the classroom management model in
private, religious, and public elementary schools (Positive Discipline Association,
2008).
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At the state level of Virginia, Dr. Katherine Kersey created The 101s: A Guide
to Positive Discipline on the notion that it is parents and teachers' job to help children
thrive with love and nurturance. The goal of discipline is to teach a child to discipline
himself without making him angry, resentful, fearful and dependent upon force. To
this effect, the 101 positive principles of discipline include basic principles that help
parents build strong relationships with their children, teach respect, shape behavior,
foster independence, build resiliency by encouraging parents to be consistent, listen to
the child, form a connection with the child and help the child realize that behavior has
consequences. It is a set of techniques that can be applied in a wide range of
situations. In fact, it is a set of principles that can guide all parents' interactions with
their children, not just the challenging ones. The 101s is most effective when all
adults in the family have that parenting styles are congruent with a foundation of trust,
kindness and respect (Kersey, 1990). After Kersey and her students successfully
contributed 101 positive techniques, the 101s have since become a staple in the early
childhood and PreK-6 curriculum at Old Dominion University, Virginia (Cooper,
2005).
From these three notions, positive discipline brings together what is known
about child's rights as protected by the UNCRC, children's healthy development, and
effective parenting (see Figure 2).
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Figure 2.The Effective of Positive Discipline

There is strong evidence that changing the home and school environment can
have strong positive impact on young people and that the positive changes continue
over time (Pianta & Harbers, 1996). Interventions that teach parents skills to be kind
and firm at the same time (authoritative) and interventions that create a sense of
community at school have been shown to be effective (Radziszewska, 1996).
One example of an effective program was presented by Nelson (1979). Based
on her later work with the project ACCEPT (Adlerian Counseling Concepts for
Encouraging Parents and Teachers) and the Positive Discipline program, Nelson
(1979), conducted a three-year study of preschool through sixth graders who were
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identified by parents and teachers as having maladaptive behavior. Maladaptive
behavior was defined as any behavior which interferes with either social or academic
learning. Parents of referred students were invited to join a 12-week Adlerian
parenting study group. Teachers were invited to join an Adlerian teacher study group
(led by the school counselor). A child was not considered for the study unless both the
teacher and the parent attended the study group. Maladaptive behavior was evaluated
at home and in the classroom before and after the intervention. Significant changes
were found when compared to analysis of behaviors in the comparison group of
students. Referred students' behavior improved in positive directions both at home
and in school when parents and teachers attended the Adlerian study group.
A parent's perspective of discipline will determine how that parent deals with
inappropriate behavior. A parent who adopts a punitive discipline approach will
concentrate on finding the most effective punishment for eradicating undesirable
behavior. However, a parent who believes in instructive discipline will focus on trying
to understand why a child engaged in a particular undesirable behavior and on helping
that child appreciate the causes and consequences of his or her actions. As a result,
childrearing information should be available for parents in both resources and
practices. Even though the positive discipline is published in the form of translated
books, no specific of positive discipline program has been provided for Thai parents.
As a result, this study fills the gap in the research literature by evaluating the
effectiveness of the Positive Discipline training which focuses primarily on socialemotional intervention during early childhood for Thai parents.
The literature review has discussed the impact of parenting styles on
children's ability to thrive, the impact of parenting positive skills on children's
behavior, the importance of children's social and emotional competencies and the
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contributing factors to children's academic achievement, such as the teacher-child
relationship and the children's social emotional competencies. Taken together, these
studies show a correlation between positive parenting skills and children's social and
academic achievement. The synthesis produces strong evidence for the need of this
study and fills the gap in the literature by studying parent training on positive parental
skills.
Hypothesis
Research question 1: Will The 101s: A Guide to Positive Discipline parent training
increase parents' use of positive discipline skills decrease parents' use of negative
discipline methods?
Hypothesis 1:
Ho: After The 101s: A Guide to Positive Discipline parent training, the
four groups will not have significantly different mean parenting
behavior scores.
Hi: After The 101s: A Guide to Positive Discipline parent training, the
group whose parents have 10 of The 101s: A Guide to Positive
Discipline training will have significantly higher mean positive
parenting behavior scores and lower mean negative parenting
behaviors scores than the control group.
Research question 2: Will The 101s: A Guide to Positive Discipline parents training
increase the perception of children's teachers regarding the quality of child-teacher
relationship?

Hypothesis 2:
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Ho: After The 101s: A Guide to Positive Discipline parent training, the
four groups will not have significantly different mean child-teacher
relationship scores.
Hi: After The 101s: A Guide to Positive Discipline parent training, the
group whose parents have 10 of The 101s: A Guide to Positive
Discipline training will have significantly higher mean scores on
teacher-child closeness and lower mean scores on teacher-child
conflict and dependence than the control group.
Research question 3: Will The 101s: A Guide to Positive Discipline parent training
increase the perception of teachers regarding the students' school adjustment?
Hypothesis 3:
Ho: After The 101s: A Guide to Positive Discipline parent training, the
four groups will not have significantly different mean students' school
adjustment scores.
Hi: After The 101s: A Guide to Positive Discipline parent training, the
group whose parents have 10 of The 101s: A Guide to Positive
Discipline training will have significantly higher mean scores on
school liking, cooperative participation and self-directedness and lower
mean scores on school avoidance than the control group.
Research question 4: Will The 101s: A Guide to Positive Discipline parent training
result in a positive correlation between parenting skills, child-teacher relationship,
students' school adjustment and academic achievement?
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Hypothesis 4:
Ho: The 101s: A Guide to Positive Discipline parent training does not
result in a positive correlation between parenting skills, child-teacher
relationship, students' school adjustment and academic achievement.
Hj: The 101s: A Guide to Positive Discipline parent training results in
a positive correlation between parenting skills, child-teacher
relationship, students' school adjustment and academic achievement.
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CHAPTER III
METHODOLOGY
Setting
This study was conducted in two private elementary schools. These schools
are located in an urban area in Bangkok, Thailand. The schools are pre-school through
sixth grade elementary schools. Ten kindergarten classrooms from this two private
elementary school were involved in this study. The majority of the students come
from middle-class families.
Participants
The participants in this study were one hundred and sixty-four
kindergarteners, one hundred and thirty-four parents and twenty teachers. The
following criteria needs were met by students, teachers and parents in order to be
participants of the study. The students must were enrolled in a kindergarten in May
2008 at the setting elementary schools, (b) provided consent to participate in the study
(both parents' consent and child's assent (see Appendix A). The parents of
participating students were the closest caregivers of participating students, and (b)
provided consent to participate in the study (see Appendix B). Teachers taught in the
participating students' classrooms, (b) have never previously implemented the
positive disciplines, and (c) provided consent to participate in the study (see Appendix
C).
Participant Students.
One hundred and sixty-four kindergarteners from two setting elementary
schools were participating students in the study. One school was intervention school
and the other school was a control school. There were three intervention groups in the
intervention school. Frist, the parent training group including 50 students in which
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parents were trained with 10 positive principles of The 101s: A Guide to Positive
Discipline. The second group was the teacher training group including 30 students in
which teachers were trained with 10 positive principles of The 101s: A Guide to
Positive Discipline from the joint study, which explained below. The third group was
the parent-teacher training group including 29 students in which both parents and
teachers were trained with 10 positive principles of The 101s: A Guide to Positive
Discipline. Four kindergarten classrooms of the other elementary school were a
control group including 55 students in which no treatment was given. Student
variables including student's age, gender, and family income were compared across
the intervention and control groups. It is not typical for Thai children to attend a
preschool, however, and the number of years in preschool was also compared across
the intervention and control groups.
Participant Teachers.
Twelve teachers from the intervention classes were contacted and informed in
detail about the purpose of the study. Six of them were trained with 10 positive
principles of The 101s: A Guide to Positive Discipline from the joint study, which
explained below. Moreover, they were informed of the importance of keeping
information to themselves to protect other teachers and parents in order to avoid
research bias. The other eight teachers in the control group from the other school did
not have any contact, detail and training, except their participation as rating their
perceptions in the instruments. Teacher demographic variables including teacher's
level of education and years of teaching were compared to match the teachers in
control group and the teachers in intervention group.
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Participant Parents.
A general overview and the purpose of The 101s: A Guide to Positive
Discipline training and the study were explained to all of parents of students within
the intervention group. The importance of The 101s: A Guide to Positive Discipline
training for both teachers and parents was highlighted. Then, the parents of the
students within the intervention group were asked whether they want to participate in
the study and provide consent (for both the child and themselves) to participate in the
study. The researcher opted out the samples who did not agree with the consent. The
79 volunteering parents were trained with 10 principles of The 101s: A Guide to
Positive Discipline.
The control group. Parents and teachers in the control classrooms received no
training. They used their regular school curriculum and services.
Joint Study Group
While this study was being implemented, another study involving the same
101 positive discipline principles was carried out by another researcher. For the
greatest benefit of the data, the researcher used her data to examine the data from this
study. Therefore, as a joint home and school intervention program, The 101s: A Guide
to Positive Discipline training involved two major social agents (parents and teachers)
of Thai kindergarteners in the implementation of the program. In addition to the
intervention group in which parents were trained with 10 positive principles of The
101s: A Guide to Positive Discipline, there were two more intervention groups that
were involved with this study. Group 1 was an intervention group in which the
teachers were trained with 10 positive principles of The 101s: A Guide to Positive
Discipline. Group2 was an intervention group in which the teachers and parents were
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trained with The 101s: A Guide to Positive Discipline. Including with the control
group, as a result, there were four groups involved in the current study.
Independent Variable
The independent variable of the study was The 101s positive discipline parent
training. This version of The 101s positive discipline training was designed for Thai
parents and teachers by the researcher. The chosen ten positive disciplines were
translated into Thai and distributed to the intervention participants. The teachers and
parents in the intervention groups were separately participate in 3 hours one-day
session of The 101s positive discipline training. The topics were as the following (a)
significance of positive adult-child relationship, (b) importance of social and
emotional learning, (c) positive disciplines, (d) benefit of parenting and teaching style
and (e) discussion (see Appendix D).
Content included within the training. Child-adult relationships play a
significant role in the development of a wide range of behavioral functioning in early
childhood, including emotional development, self-control, intellectual performance,
and language development (e.g., Greenberg et al., 1993; Hofer, 1994; Rogoff, 1990).
The influence of positive discipline in the child-adult relationship was taught to the
experimental group parents. Then, the first three positive discipline principles were
introduced to parents and teachers within the first session. These principles were
"Make a Big Deal Principle", "Incompatible Alternative Principle", and "Choice
Principle".
Focusing on the significance of positive adult-child relationship, the
importance of social and emotional learning, positive disciplines, the benefit of
parenting and teaching style, the following information focused on the next four of the
positive discipline principles. These principles were "When/Then Abuse it/Lose it
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Principle', "Validation Principle", "Belonging and Significance Principle", and
"Timer Principle".
Focusing on empowering the communication between adults and children, the
last three positive disciplines were taught. These principles were; "Get on the Child's
Eye Level Principle", "I Message Principle", "Whisper Principle". Finally, the trainer
focused on group discussion concerning the feedback, comments, and questions about
the use of the ten positive disciplines. The main goal of this training was to help the
parent and teachers reduce the use of harsh disciplines and increase the use of positive
disciplines in order to develop positive relationships with their children. After the
training, feedbacks, questions and discussion took place about the use of the ten
positive discipline principles via telephone and e-mail.
Dependent Variables & Measures
In order to address the research questions of the study, four dependent
variables were measured. They included: (a) parenting behaviors, (b) the child-teacher
relationship, (c) students' school adjustment, and (d) students' school outcomes.
By self-reporting, parental behaviors were examined with The 101s Parent
Interaction Checklist (PIC) (Masterson, 2008). The child-teacher relationship was
evaluated with teachers rating the Student-Teacher Relationship Scale (STRS)
(Pianta, 2001). Students' school adjustment was examined with teachers rating the
Teacher Rating Scale of School Adjustment (TRSSA) (Birch, 1997). Students' school
outcomes were evaluated with the academic scores. A brief description of each data
instrument follows.
The 101s Parent Interaction Checklist (PIC). The 101s Parent Interaction
Checklist (PIC) was designed to measure a parent's approach to discipline practices.
The instrument was adapted from The 101s Teacher Checklist developed by
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Masterson, 2008. The instrument was developed to use in this new research for two
main purposes: (1) to assess the intervention integrity and (2) to assess the impact of
parents' approaches to discipline practices on the child-adult relationship quality and
children's outcomes. In order to certify that the instrument truly measures what the
researcher intends to measure, the blueprints for each goal and objective were
developed and reviewed using an expert review strategy. Under the guidance of the
team of advisors in early childhood education, the measured content were reviewed
and approved.
To the extent that PIC is culture-free, the validity of cultural construct was
tested by giving PIC to 10 Thai parents, whose children were in kindergarten. To
improve the logic of items, individual interviews were conducted when the researcher
collected data. The details of the process were discussed in the study protocol section.
The PIC consists of 20 items reflecting two different parental approaches to
discipline practices: The 101s Positive Discipline Practice and negative discipline
practice. Items 1 to 10 are written in a 4-point Likert-type scale. Answers range from
"Not at all true" (1) to "Very much true" (4). Conversely, items 11 to 20 are written in
a 4-point Likert-type scale with answers ranging from "Not at all true" (4) to "Very
much true" (1).
Student-Teacher Relationship Scale (STRS.) The Student-Teacher Relationship
Scale (STRS) is designed to measure a teacher's perceptions of his/her relationship
with a particular student. The instrument has been used widely as a measure of the
teacher-child relationship quality in early childhood education research (e.g., Baker,
2006; Birch & Ladd, 1997; Pianta & Nimetz, 1991; Pianta & Stuhlman, 2004).
The researcher conducted a pilot study to test internal validity of the
instruments. To gain qualitative feedback on the STRS, the sample of the target
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population was employed by giving the instruments to 4 kindergarten teachers who
rated 2 students each. The STRS consists of 28 items asking a teacher's feelings about
a child, beliefs about the child's feelings toward him or her, and teacher's
observations of the child's behaviors in relation to the teacher. Items are written in a
5-point Likert-type scale. Answers range "definitely does not apply" (1) to
"definitely applies" (5). However, based on the pilot study, more appropriate language
has been adapted for more understanding. The detail of the process was discussed in
the study protocol section.
Teachers rated 28 statements that were relevant to their current relationship
with a particular child. The STRS provides three constructs: Closeness, Dependency,
and Conflict. The Closeness subscale has 11 items, reflecting closeness, warmth, and
open communication in the teacher-child relationship (e.g., "I share an affectionate,
warm relationship with the child"). The Dependency subscale is comprised of 5 items,
reflecting the degree to which the child is overly dependent on the teacher (e.g., "This
child is overly dependent on me"). Finally, the Conflict subscale contains 12 items,
reflecting conflict in the teacher-child relationship (e.g., "This child and I always
seem to be struggling with each other"). Internal consistency reliabilities are .90 for
Closeness, .69 for Dependency, and .93 for Conflict (Birch & Ladd, 1997) (see
Appendix F).
Teacher Rating Scale of School Adjustment (TRSSA). The Teacher Rating
Scale of School Adjustment (TRSSA) is designed to measure various aspects of
children's school adjustment based on the teacher's perception. This instrument was
designed by Sondra H. Birch and colleagues in 1997 for their own research in
studying the teacher-child relationship as it relates to the school adjustment of the
kindergartener.
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The researcher conducted a pilot study to test internal validity of the
instruments. To gain qualitative feedback on the TRSSA, the sample of target
population was employed by giving the instruments to 10 kindergarten teachers who
rated 2 students each. The detail of the process was discussed in the study protocol
section.
The TRSSA consists of 52 items asking a teacher's perceptions and
observations of the child's behaviors in relation to school adjustment. All items were
written in a 3-point Likert-type scale with answers ranging from "does not apply" (1)
to "certainly applies" (3). There are four subscales within the TRSSA: School Liking,
School Avoidance, Cooperative Participation, and Self-Directedness. The School
Liking has 5 items, reflecting the teacher's perceptions of the how much the child
likes school (e.g., "The child likes to come to school"). The School Avoidance
subscale is comprised of 5 items, reflecting the teacher's perceptions of the child's
effort to avoid the classroom environment (e.g., "The child makes up reasons to go
home from school"). The Cooperative Participation subscale includes 8 items,
reflecting the teacher's perceptions of the child's acceptance of the teacher's authority
and compliance with classroom rules and responsibilities (e.g., "The child follows
teacher's directions). Finally, the Self-Directedness subscale contains 9 items,
reflecting the teacher's perceptions of children's self-directedness illustrated in the
classroom (e.g., "The child is a self-directed child"). The TRSSA was shown to be
reliable and valid with children (e.g., Birch & Ladd, 1997; Ladd & Burgess, 2001).
Internal consistency reliabilities are .89 for School Liking, .74 for School Avoidance,
.92 for Cooperative Participation, and .91 for Self-Directedness. The TRSSA
subscales correlate significantly and in predicted directions with teachers ratings using
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the STRS in kindergarten (Birch & Ladd, 1997; Ladd & Burgess, 2001) (see
Appendix G).
Study Protocol
Finding appropriate positive discipline principles with Thai culture. The
researcher conducted a survey asking 28 Thai parents what typical problem behaviors
children demonstrate daily and what behaviors parents want changed. The following
behaviors have been reported as the prevalence of children's problem behaviors
viewed by Thai parents: not following the parents' directions, hitting others, making
loud noises, not wanting to go to school, not focusing on school activities, being
withdrawn, and crying.
The survey also asked for the methods the parents always use to discipline
children with these problem behaviors. The results showed that almost all Thai
parents reported their use negative discipline such as giving time-outs, reprimanding,
raising the voices to keep the children quiet, bribing with toys, and spanking. Rarely
any positive principles are used among Thai parents.
To provide Thai parents alternative ways of discipline, the researcher chose 10
from The 101s: A Guide to Positive Discipline that are appropriate for the typical
problem behaviors Thai parents reported. Relevant to this study, another researcher
trained Thai kindergarten teachers with the same 10 principles to create congruency
between teaching and parenting style. In this study, the following 10 principles were
used to train kindergarten parents.
1. Make a Big Deal principle - Make a big deal over responsible, considerate,
appropriate behavior - with attention (your eyeballs), thanks, praise, thumbsup, recognition, hugs, special privileges, incentives (NOT food).

67

2. Incompatible Alternative Principle - Give the child something to do that is
incompatible with the inappropriate behavior. "Help me pick out 6 oranges"
(instead of running around the grocery store).
3. Choice Principle - Give the child two choices, both of which are positive and
acceptable to you. "Would you rather tiptoe or hop upstairs to bed? You
choose or I'll choose." "We need to clear off our desks. Do you need one
minute or two?" - Then set the timer. This can also be used with
spouses. "The garage needs to be cleaned out. Would you rather do it tonight
or Saturday?"
4. When/Then Abuse it/Lose it Principle - Positive discipline involves
teamwork and cooperation. When the child chooses to behave in the way you
have requested, then he will be given the privilege he wants. However, if he
chooses not to comply, the privilege is lost. For example, "When you have
finished your homework, then you may watch TV. No homework, no TV."
5. Validation Principle - Validate his wants and feelings by acknowledging
them. "I know you feel angry with your teacher and want to stay home from
school. I don't blame you. The bus will be here in 45 minutes."
6. Belonging and Significance Principle - Remember that everyone needs to
feel that he belongs and is significant. Help your child to feel important by
giving him important jobs to do and reminding him that if he doesn't do them,
they don't get done! Help him feel important by being responsible.
7. Timer Says it's Time Principle - Set a timer to help children make
transitions. "When the timer goes off, you will need to put away your books."
"In five minutes, we will need to line up for lunch." It is also a good idea to
give the child a chance to choose how long he needs to pull himself together.
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"It's okay to be upset, how long do you need?" Then allow him to remove
himself from the group and set the timer.
8. Get on the Child's Eye Level Principle - When talking with the child, get
down on his/her eye level and look him in the eye while talking softly to
him/her.
9. I Message Principle - Own your own feeling. "When you leave wet towels
on the bed, the bed gets wet, and I feel angry. I would like for you to hang
them on the hook behind the door."
10. Whisper Principle - Instead of yelling, screaming or talking in a loud voice,
surprise the child by lowering your voice to a whisper. The surprise often
evokes immediate attention. It also helps you to stay in control and think
more.
Training field test. The researcher contacted a school in Bangkok, Thailand.
This school is called See Pee Nong and it has same demographic and characteristics
as two elementary schools in the current study. Then, the researcher asked for
volunteers from among parents of students in the kindergarten classes. Ten Thai
parents volunteered to participate in the positive discipline training field test.
Two consecutive Saturdays were set up for 3 one-day sessions of The 101s: A
Guide to Positive Discipline. Within two sections, the topics were the following (a)
the significance of the positive adult-child relationship, (b) the importance of social
and emotional learning, (c) positive disciplines, (d) the benefit of parenting and
teaching style and (e) discussion. However, the training field test occurred only one
time because there was a large demonstration that was to take place in Bangkok at the
time when the second one was set up. The researcher and participants considered the
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situation too dangerous to travel from home to the training. As a result, the second
training was cancelled.
Data Analysis
For Research Question one, self-report of the PIC (The 101s Parent
Interaction Checklist (PIC) gathered at the beginning of the school semester before
intervention and a month after intervention were computed to measure the
effectiveness of the 10 positive discipline intervention within and across participant
groups. Then Multivariate Analysis of Covariance (MANCOVA) was conducted to
compare whether there were differences in the parenting styles among these 4
participant parent subgroups.
For Research Question 2, the self-report of the STRS (Student-Teacher
Relationship Scale) gathered at the beginning of the school semester before
intervention and a month after intervention were computed to measure the
effectiveness of the 10 of The 101s: A Guide to Positive Discipline intervention
within and across participant groups. Then Multivariate Analysis of Covariance
(MANCOVA) was conducted to compare whether there are differences in the childteacher relationship among these 4 participant teacher subgroups.
For Research Question 3, data gathered from teachers by using the Teacher
Rating Scale of School Adjustment (TRSSA) was also analyzed descriptively.
Teachers' pre-and posttest mean scores were computed to measure the effectiveness
of the 10 positive discipline intervention within and across participant groups. Then
Multivariate Analysis of Covariance (MANCOVA) was conducted to compare
whether there were differences in the students' school adjustment among these 4
participant teacher subgroups.
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For Research Question 4, data gathered from each scale, including students'
academic achievement scores, were paired and compared to examine their
relationship by using the Bivariate Correlation.

71

CHAPTER IV
RESULTS
This chapter presents the results of the analysis performed that addressed the
research questions of this study. For research Question 1, a multivariate analysis of
covariance (MANCOVA) was conducted to investigate possible significant
differences among groups after The 101s parent training for the 101s Parent
Interaction Checklist. For research Question 2, a multivariate analysis of covariance
(MANCOVA) was conducted to investigate possible significant differences among
groups after The 101s parent training for the Student-Teacher Relationship Scale
(STRS). For research Question 3, a multivariate analysis of covariance (MANCOVA)
was conducted to investigate possible significant differences among groups after The
101s parent training for the Teacher rating Scale of School Adjustment (TRSSA).
For research Question 4, correlation analysis was performed to investigate
relationships between the subscales of the 101s Parent Interaction Checklist and the
Student-Teacher Relationship Scale (STRS) for Closeness, Conflict, and Dependence.
Additionally, correlation analysis was performed to investigate relationships between
the subscales of the 101s Parent Interaction Checklist and the Teacher Rating Scale of
School Adjustment (TRSSA) for School Liking, School Avoidance, Cooperative
Participation, and Self-Directedness. Finally, correlation analysis was performed to
investigate relationships between the subscales of the 101s Parent Interaction
Checklist and School Achievement for Language Skills and Critical Thinking Skills.
Relationship between The 101s Training and Parent Interaction Practices
A multivariate analysis of covariance (MANCOVA) was computed to assess
the relation between parent groups (i.e., the 101s teacher training group, the 101s
parent training, teacher and parent training group, and control group), parent
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education, and income and the subscales of the 101s Parent Interaction Checklist (i.e.,
Positive Behavioral Management skills, Positive Emotional Support skills,
Critical/Harsh practices, Verbal Punishment practices, and Physical Punishment) as
measured by the 101s Parent Interaction Checklist. Parent education and income were
covariates in this analysis.
The data variables were screened to address the assumptions of MANCOVA
for normality, homoscedasticity, and correlation among dependent variables. An
explore procedure was utilized to test the normal distributions of variables at an alpha
level of 0.01. The Kolmogorov-Smirno statistic showed that the significance levels of
Positive Behavioral Management, Positive Emotional Support, Critical/Harsh, Verbal
Punishment, and Physical Punishment were greater than 0.0 l(p > .01), indicating that
the normality was assumed. For the homogeneity of variance-covariance matrices for
this study, the significant level of the Box's Test was not significant at an alpha level
of .001 (p > .001), indicating that the variance-covariance matrix of Positive
Behavioral Management, Positive Emotional Support, Critical/Harsh, Verbal
Punishment, and Physical Punishment were not different. For the correlation among
dependent variables, Bartlett's Test showed that the dependent variables in this study
were significantly related at an alpha level of .05 (p < .05), indicating that
MANCOVA analysis could be performed for this study.
To test the assumption that after the 101s parent training, parents in the parent
and parent-teacher training groups use more positive discipline practices than the
teacher training and control groups, a MANCOVA was performed on Positive
Behavioral Management, Positive Emotional Support, Critical/Harsh, Verbal
Punishment, and Physical Management. The results for the overall MANCOVA
comparison were significant (F = 22.195, p < .05) (see Table 1). It indicates that the
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parents' education, income, and parent groups or all of the independent variables had
an effect on Positive Behavioral Management, Positive Emotional Support,
Critical/Harsh, Verbal Punishment, and Physical Management.

Table 1
Multivariate Tests Table of the 101s Parent Interaction Checklist Sub scales
Effect of Pillai's
Test

F

Hypothesis
Degree of
Function (df)

P-Value

Observed
Power

Intercept

22.195

5.00

0.000

1.00

Parent Education

0.380

5.00

0.862

0.147

Income

0.605

5.00

0.696

0.217

Parent Group

14.601

15.00

0.000

1.00

The results for parent education (F =.380, p > .05) and income (F =.605, p >
.05). MANCOVA comparisons were not significant. It indicates that parents'
education and income did not have an effect on a statistically significant difference
between the mean scores on Positive Behavioral Management, Positive Emotional
Support, Critical/Harsh, Verbal Punishment, and Physical Punishment for The 101s
teacher training, The 101s parent training, The 101s teacher and parent training, and
control groups. Nonetheless, the results for the 101s parent training MANCOVA
comparison was significant (F = 14.601, p < .05). It indicates that The 101s parent
training had an effect on a statistically significant difference between the mean scores
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on Positive Behavioral Management, Positive Emotional Support, Critical/Harsh,
Verbal Punishment, and Physical Punishment for The 101s teacher training, The 101s
parent training, The 101s teacher and parent training, and control groups.
The univariate follow-up tests performed on Positive Behavioral Management,
Positive Emotional Support, Critical/Harsh, Verbal Punishment, and Physical
Punishment were presented in Table 1. From this analysis, it was apparent that parent
education univariate F-tests for Positive Behavioral Management (F = .921, p > .05),
Positive Emotional Support (F = .070, p > .05) Critical/Harsh (F = .242, p > .05),
Verbal Punishment (F = .001, p > .05), and Physical Punishment (F = .00, p > .05)
were not significant. It indicates that parents' Positive Behavioral Management skills,
Positive Emotional Support skills, Critical/Harsh practices, Verbal Punishment, and
Physical Punishment practices were not significantly influenced by parent education.
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Table 2
The Univariate F-Tests Table of the 101s Parent Interaction Checklist Subscales.
Source

Dependent Variables

Parent
Education

Income

Parent
Group

Degree of
Function (df)

F

P-Value

Positive Behavioral
Management

0.921

0.339

Positive Emotional
Support

0.070

0.791

Critical/ Harsh

0.242

0.624

Verbal Punishment

0.001

0.978

Physical Punishment

0.000

0.984

Positive Behavioral
Management

0.578

0.448

Positive Emotional
Support

0.273

0.602

Critical/ Harsh

0.154

0.696

Verbal Punishment

2.129

0.146

Physical Punishment

0.019

0.890
0.000

Positive Behavioral
Management

3

242.775

Positive Emotional
Support

3

95.123

Critical/ Harsh

3

248.925

Verbal Punishment

3

170.272

Physical Punishment

3

115.632

0.000
0.000
0.000
0.000

The parent income univariate F-tests for Positive Behavioral Management (F
= .578, p > .05), Positive Emotional Support (F = .273, p > .05) Critical/Harsh (F =

76

.154, p > .05), Verbal Punishment (F = 2.129, p > .05), and Physical Punishment (F =
.019, p > .05) were also not significant. It indicated that parents' Positive Behavioral
Management skills, Positive Emotional Support skills, Critical/Harsh practices,
Verbal Punishment, and Physical Punishment practices were not significantly
influenced by parent income.
However, the parents' group univariate F-tests for Positive Behaviroal
Management (F = 242.775, p < .05), Positive Emotional Support (F = 95.123, p < .05)
Critical/Harsh (F = 95.123, p > .05), Verbal Punishment (F = 170.272, p < .05), and
Physical Punishment (F = 115.632, p < .05) were significant. It indicates that parents'
Positive Behavioral Management skills, Positive Emotional Support skills,
Critical/Harsh practices, Verbal Punishment, and Physical Punishment practices were
significantly influenced by parents' groups.
The Homogeneity of variance for Positive Behavioral Management, Positive
Emotional Support, Critical/Harsh, Verbal Punishment, and Physical Punishment for
teacher training, parent training, teacher and parent training, and control groups were
addressed using Levene's Test. Levene's Tests of equality of error variance for each
variables was not significant (p > .05), indicating that the variances of Positive
Behavioral Management and Positive Emotional Support scores were not different
across groups. The results of the Positive Behavioral Management Post Hoc tests
revealed that the variance of group means was not significantly different between the
101s teacher training and control group at an alpha level of .05 (see

Table 3).
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Table 3
Multiple Comparisons Table of the 101s Parent Interaction Checklist Subscales
Dependent
Variables

Positive
Behavioral
Management

Teacher
Training
Group

Control Group

Mean
Different
(I-J)
0.14589

Teacher&Parent Training Group

-1.92299*

0.000

Parent Training Group

-1.64190*

0.000

Control
Group

Teacher Training Group
Teacher&Parent Training Group
Parent Training Group

-0.14589
-2.06888*
-1.78779*

0.141
0.000
0.000

Teacher Training Group

1.92299*

0.000

Control Group

2.06888*

0.000

Parent Training Group

0.28108*

0.006

Teacher Training Group

1.64190*

0.000

Control Group

1.78779*

0.000

Teacher&Parent Training Group

-0.28108

0.006

Control Group

0.25556

0.071

Teacher&Parent Training Group

-1.67318*

0.000

Parent Training Group
Teacher Training Group
Teacher&Parent Training Group
Parent Training Group

-1.33778*

0.000

-0.25556
-1.92874*
-1.59333*

0.071
0.000
0.000

Teacher Training Group

1.67318*

0.000

Control Group

1.92874*

0.000

Parent Training Group

0.33540*

0.021

Teacher Training Group

1.33778*

0.000

Control Group

1.59333*

0.000

Teacher&Parent Training Group

-0.33540

0.021

(I)
Sample

Teacher
&Parent
Training
Group
Parent
Training
Group
Teacher
Training
Group
Control
Group

Positive
Emotional
Support

Teacher
&Parent
Training
Group
Parent
Training
Group

(J) Sample

P-Value
0.141
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Table 3 (Cont'd)
Dependent
Variables

(I)
Sample
Teacher
Training
Group
Control
Group

Critical/
Harsh

Teacher
&Parent
Training
Group
Parent
Training
Group

Verbal
Punishment

(J) Sample

Mean
Different
(I-J)

P-Value

Control Group

-0.16364

0.139

Teacher&Parent Training Group

1.97126*

0.000

Parent Training Group

2.00000*

0.000

Teacher Training Group
Teacher&Parent Training Group
Parent Training Group
Teacher Training Group

0.16364
2.13490*
2.16364*

0.139
0.000
0.000

-1.97126*

0.000

Control Group

-2.13490*

0.000

Parent Training Group

0.02874

0.800

Teacher Training Group

-2.00000*

0.000

Control Group

-2.16364*

0.000

Teacher&Parent Training Group

-0.02874

0.800

Teacher
Training
Group

Control Group

-0.02828

0.822

Teacher&Parent Training Group

1.97088*

0.000

Parent Training Group

1.91778*

0.000

Control
Group

Teacher Training Group
Teacher&Parent Training Group
Parent Training Group

0.02828
1.99916*
1.94606*

0.822
0.000
0.000

Teacher Training Group

-1.97088*

0.000

Control Group

-1.99916*

0.000

Parent Training Group

-0.05310

0.680

Teacher Training Group

-1.91778*

0.000

Control Group

-1.94606*

0.000

Teacher&Parent Training Group

0.05310

0.680

Teacher
&Parent
Training
Group
Parent
Training
Group
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Table 3 (Cont'd)
Dependent
Variables

(I)
Sample
Teacher
Training
Group

Control
Group
Physical
Punishment

Teacher
&Parent
Training
Group
Parent
Training
Group

Control Group

Mean
Different
(I-J)
-0.19091

Teacher&Parent Training Group

2.28621*

0.000

Parent Training Group

2.02000*

0.000

Teacher Training Group

0.19091

0.273

Teacher&Parent Training Group

2.47712*

0.000

Parent Training Group

2.21091*

0.000

Teacher Training Group

-2.28621*

0.000

Control Group

-2.47712*

0.000

Parent Training Group

-0.26621

0.138

Teacher Training Group

-2.02000*

0.000

Control Group

-2.21091*

0.000

Teacher&Parent Training Group

0.26621

0.138

(J) Sample

P-Value
0.273

However, the results of the Positive Behavioral Management Post Hoc tests
revealed that the variance of group means was significantly different among The 101s
parent training, The 101s parent and teacher training, The 101s teacher training, and
control group at an alpha level of .05. The 101s parent and teacher training group (M
= 2.1, SD = .36)(see
Table 4) had significantly higher mean scores than The 101s parent training
(M = 1.8, SD = .40), The 101s teacher training group (M = .19, SD = .55), and control
group (M = .05, SD = .42). Therefore, it can be concluded that the variance of group
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mean differences for Positive Behavioral Management skills are probably due to The
101s parent training.
Table 4
Descriptive Statistics of the 101s Parent Interaction Checklist Subscales

Positive
Behavioral
Management

Positive
Emotional
Support

N

Mean

Std. Deviation

Teacher Training
Group

30

0.1952

0.55326

Control Group

55

0.0494

0.42076

29

2.1182

0.36235

50

1.8371

0.40817

30

0.1889

0.59810

55

-0.0667

0.61330

29

1.8621

0.53835

50

1.5267

0.67710

30

-0.1667

0.61276

55

-0.0030

0.47411

29

-2.1379

0.39357

50

-2.1667

0.45799

30

-0.1556

0.62351

55

-0.1273

0.49893

29

-2.1264

0.51496

50

-2.0733

0.58044

30

-0.3000

0.91539

55

-0.1091

0.65751

29

-2.5862

0.82450

50

-2.3200

0.74066

Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Control Group
Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Control Group

Critical/ Harsh

Verbal
Punishment

Physical
Punishment

Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Control Group
Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Control Group
Teacher&Parent
Training Group
Parent Training
Group
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The results of the Positive Emotional Support Post Hoc tests revealed that the
variance of group means was not significantly different between The 101s teacher
training and control group at an alpha level of .05 (p >.05). However, the results of
the Positive Emotional Support Post Hoc tests revealed that the variance of group
means was significantly different among The 101s parent training, The 101s teacher
and parent training, The 101s teacher training, and control group at an alpha level of
.05 (p <.05). The 101s teacher and parent training group (M = 1.9, SD = .53) had
significantly higher mean scores than The 101s parent training (M = 1.5, SD = .67),
The 101s teacher training group (M = .19, SD = .59), and control group (M = -.07, SD
= .61). Therefore, it can be concluded that the variance of group mean differences for
Positive Emotional Support skills are probably due to The 101s parent training.
The results of the Critical/Harsh Post Hoc tests revealed that the variance of
group means was not significantly different between The 101s teacher training and
control group at an alpha level of .05 (p >.05). The results of the Critical/Harsh Post
Hoc tests also revealed that the variance of group means was not significantly
different between the 101s teacher and parent training group and parent training group
at an alpha level of .05(p >.05). However, the results of the Critical/Harsh Post Hoc
tests revealed that the variance of group means was significantly different between
The 101s parent training and The 101s teacher and parent training and The 101s
teacher training and control group at an alpha level of .05 (p <.05). The 101s parent
training group (M = -2.16, SD = .45) and The 101s teacher and parent training (M = 2.13, SD = .39) had significantly lower mean scores than The 101s teacher training
group (M = -.16, SD = .61), and control group (M = -.003, SD = .47). Therefore, it
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can be concluded that the variance of group mean differences for Critical/Harsh
practices are probably due to The 101s parent training.
The results of the Verbal Punishment Post Hoc tests revealed that the variance
of group means was not significantly different between The 101s teacher training and
control group at an alpha level of .05 (p >.05). The results of the Verbal Punishment
Post Hoc tests also revealed that the variance of group means was not significantly
different between The 101s teacher and parent training group and The 101s parent
training group at an alpha level of .05 (p >.05). However, the results of the Verbal
Punishment Post Hoc tests revealed that the variance of group means was
significantly different between The 101s parent training and The 101s teacher and
parent training groups and The 101s teacher training and control groups at an alpha
level of .05 (p <.05). The 101s teacher and parent training group (M = -2.12, SD =
.51) and The 101s parent training group (M = -2.07, SD = .58) had significantly lower
mean score than The 101s teacher training group (M = -.16, SD = .62), and control
group (M = -.13, SD = .49). Therefore, it can be concluded that the variance of group
mean differences for Verbal Punishment practices are probably due to The 101s
parent training.
Finally, the results of the Physical Punishment Post Hoc tests revealed that the
variance of group means was not significantly different between The 101s teacher
training and control group at an alpha level of .05 (p >.05). The results of the Physical
Punishment Post Hoc tests also revealed that the variance of group means was not
significantly different between The 101s teacher and parent training group and parent
training group at an alpha level of .05 (p >.05). However, the results of the Physical
Punishment Post Hoc tests revealed that the variance of group means was
significantly different between The 101s parent training and The 101s teacher and
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parent training and The 101s teacher training and control groups at an alpha level of
.05 (p <.05). The 101s teacher and parent training group (M = -2.59, SD = .82) and
The 101s parent training (M = -2.32, SD = .74) had significantly lower mean score
than The 101s teacher training group (M = -.3, SD = .91), and control group (M = .10, SD = .65). Therefore, it can be concluded that the variance of group mean
differences for Physical Punishment practices are probably due to The 101s parent
training.
In summary, for Hypothesis 1, examination among group differences of the
parent training group, parent-teacher training group, the teacher training group and
control group revealed significant group differences across groups. The result showed
that the parents in the parent-teacher training group had significantly highest positive
discipline mean scores following by the parent training group, the teacher training
group and control group, respectively. The results also showed that the parent-teacher
and parent training groups had significantly lower negative discipline mean scores
than the teacher training group and control group. Table 4 displays the results of
MANCOVA for mean scores The 101s Parent Interaction Checklist subscales after
training. For both Positive Behavioral Management and Positive Emotional Support,
parents who attended The 101s parent training had significantly higher mean scores
when compared to the groups in which parents did not attend The 101s parent
training, which confirms Hypothesis 1. Moreover, for Critical/Harsh practices, Verbal
Punishment and Physical Punishment, parents who attended The 101s parent training
had significantly lower mean scores when compared to the groups in which parents
did not attend The 101s parent training, which also confirms Hypothesis 1.
Relationship between The 101s Training and Teacher-Child Relationships
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A MANCOVA was computed to assess the relation between student groups,
gender, and ages and the subscales of the STRS (i.e., Closeness, Conflict, and
Dependence). Student gender was a covariate in this analysis. The data variables were
screened to address the assumptions of MANCOVA for normality, homoscedasticity,
and correlation among dependent variables. An explore procedure was utilized to test
the normal distributions of variables at an alpha level of 0.01. The KolmogorovSmirnov statistic showed that the significance levels of Closeness, Conflict, and
Dependence were greater than 0.01 (p>.01), indicating that the normality was
assumed. For the homogeneity of variance-covariance matrices for this study, the
significance level of the Box's Test was not significant at an alpha level of .001
(p>.001), indicating that the variance-covariance matrix of Closeness, Conflict, and
Dependence were not different. For the correlation among dependent variables,
Bartlett's Test was utilized to test showed that the dependent variables (i.e.,
Closeness, Conflict, and Dependence) were significantly related at an alpha level of
.05 (p<.05), indicating that MANCOVA analysis could be performed for this study.
To test the assumption that The 101 s parent training have an impact on the
three aspects of teacher-child relationships as measured by the STRS, a MANCOVA
was performed on Closeness, Conflict, and Dependence. The results for the overall
MANCOVA comparison was significant (F = 2.907, p < .05) (see
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Table 5). It indicates that the student groups, gender, ages, and group x gender or all of
the independent variables had an effect on Closeness, Conflict, and Dependence.
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Table 5
Multivariate Tests Table of the STRS Subscales
Effect of Pillai's Test

F

Hypothesis
Degree of
Function (df)

P-Value

Intercept

2.907

3.00

0.037

Student Age

1.453

3.00

0.230

Student Group

18.332

9.00

0.000

Student Gender

0.649

3.00

0.585

Student
Group*Student Gender

1.021

9.00

0.422

Observed
Power
0.684
0.379
1.00
0.184
0.512

The results for student ages (F = 1.453, p > .05), gender (F =.649, p > .05),
and student group x gender model (F = 1.021, p > .05) MANCOVA comparisons were
not significant. It indicates that student ages, gender, and group x gender model did
not have a statistically significant difference between the mean scores on Closeness,
Conflict, and Dependence for The 101s teacher training, The 101s parent training, The
101s teacher and parent training, and control groups. Nonetheless, the results for the
student group MANCOVA comparison was significant (F = 14.601, p < .05). It
indicates that student groups had an effect on a statistically significant difference
between the mean scores on Closeness, Conflict, and Dependence for The 101s
teacher training, The 101s parent training, The 101s teacher and parent training, and
control groups.
The univariate follow-up tests performed on Closeness, Conflict, and
Dependence were presented in Table 6. From this analysis, it is apparent that the
student age univariate F-tests for Closeness (F = .236, p > .05), Conflict (F = 3.451, p
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> .05), and Dependence (F = .989, p > .05) were not significant. It indicates that
Closeness, Conflict, and Dependence are not significantly influenced by student age.
The student gender univariate F-tests for Closeness (F = .507, p > .05), Conflict (F =
1.261, p > .05), and Dependence (F = 1.729, p > .05) were not significant. It indicates
that Closeness, Conflict, and Dependence are not significantly influenced by student
gender. The student group x gender univariate F-tests for Closeness (F = 1.714, p >
.05), Conflict (F = .577, p > .05), and Dependence (F = 1.456, p > .05) were not
significant. It indicates that Closeness, Conflict, and Dependence are not significantly
influenced by student group and gender interaction. However, the student group
univariate F-tests for Closeness (F = 117.57, p < .05), Conflict (F = 65.068, p < .05),
and Dependence (F = 40.268, p < .05) were significant. It indicates that close teacherchild relationship, conflict teacher-child relationship, and dependent teacher-child
relationship are significantly influenced by student groups (see Table 6).
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Table 6
The Univariate F-Tests Table of the STRS Subscales
Source

Dependent
Variables

Degree of
Function (df)

F

P-Value

Student Age

Teacher Closeness

1

0.236

0.628
0.065

Teacher Conflict

1

3.451

Teacher Dependence

1

0.989

Teacher Closeness

3

117.570

Teacher Conflict

3

65.068

Teacher Dependence

3

40.268

Teacher Closeness

1

0.507

0.478

Teacher Conflict

1

1.261

0.263

Teacher Dependence

1

1.729

0.191

Teacher Closeness

3

1.714

0.166

Teacher Conflict

3

0.577

0.631

Teacher Dependence

3

1.456

0.229

0.322
0.000
0.000
Student Group

Student
Gender

Student Group
x Student Age

0.000

The Homogeneity of variance for Closeness, Conflict, and Dependence for
The 101s teacher training, The 101s parent training, The 101s teacher and parent
training and control groups was addressed using Levene's Test. Levene's Tests of
equality of error variance for each variable was not significant (p > .05). It indicates
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that the variances of Closeness, Conflict, and Dependence scores were not different
across groups. The results of the Closeness Post Hoc tests reveal that the variance of
group means was not significantly different between The 101s teacher training and
The 101s teacher and parent training at an alpha level of .05 (p>.05) (see

Table 7).

Table 7
Multiple Comparisons Table of the STRS Subscales
Dependent
Variables

(I) Sample

(J) Sample

Teacher
Training Group

Parent Training Group
Teacher&Parent
Training Group

Parent Training
Group
Teacher
Closeness
Teacher&Parent
Training Group

Control Group

Mean
Different
(I-J)
1.47718*

P-Value
0.000

-0.10803

0.447

Control Group

1.72164*

0.000

Teacher Training Group
Teacher&Parent
Training Group

-1.47718*

0.000

-1.58521*

0.000

Control Group

0.24446*

0.023

Teacher Training Group

0.10803

0.447

Parent Training Group

1.58521*

0.000

Control Group

1.82968*

0.000

Teacher Training Group

-1.72164*

0.000

Parent Training Group

-0.24446*

0.023

Teacher&Parent
Training Group

-1.82968*

0.000

Table 7 (Cont'd)
Dependent
Variables

(I) Sample

(J) Sample
Parent Training Group

Teacher
Training Group

Parent Training
Group
Teacher
Conflict
Teacher&Parent
Training Group

Control Group

Teacher
Training Group

Parent Training
Group
Teacher
Dependence
Teacher&Parent
Training Group

Control Group

Mean
Different
(I-J)
-0.94836*

P-Value
0.000

Teacher&Parent
Training Group
Control Group

0.26472

0.087

-1.41249*

0.000

Teacher Training Group

0.94836*

0.000

Teacher&Parent
Training Group
Control Group

1.21308*

0.000

-0.46413*

0.000

Teacher Training Group

-0.26472

0.087

Parent Training Group

-1.21308*

0.000

Control Group

-1.67721*

0.000

Teacher Training Group

1.41249*

0.000

Parent Training Group

0.46413*

0.000

Teacher&Parent
Training Group

1.67721*

0.000

Parent Training Group

-0.76989*

0.000

Teacher&Parent
Training Group

0.40630*

0.022

Control Group

-1.12989*

0.000

Teacher Training Group

0.76989*

0.000

Teacher&Parent
Training Group
Control Group

1.17619*

0.000

-0.36000*

0.007

Teacher Training Group

-0.40630*

0.022

Parent Training Group

-1.17619*

0.000

Control Group

-1.53619*

0.000

Teacher Training Group

1.12989*

0.000

Parent Training Group

0.36000*

0.007

Teacher&Parent
Training Group

1.53619*

0.000
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However, the results of the Closeness Post Hoc tests reveal that the variance of
group means was significantly different among The 101s parent training, The 101s
parent and teacher training, The 101s teacher training, and control group at an alpha
level of .05 (p<.05). The 101s parent and teacher training group (M = 1.8, SD = .47)
(see Table 8) and The 101s teacher training (M = 1.7, SD = .40) had significantly
higher mean scores than The 101s parent training group (M = .23, SD = .54), and
control group (M = -.02, SD = .64). Therefore, it can be concluded that the variance of
group mean differences for close teacher-child relationships are probably due to The
101s teacher training and The 101s parent training.

Table 8
Descriptive Statistics of the STRS Subscales

Teacher
Closeness

Teacher Conflict

Teacher Training
Group
Parent Training
Group
Teacher&Parent
Training Group
Control Group
Teacher Training
Group
Parent Training
Group
Teacher&Parent
Training Group
Control Group

N

Mean

Std.
Deviation

31

1.7053

0.39520

50

0.2281

0.54528

28

1.8133

0.47839

55

-0.0164

0.64504

31

-0.9707

0.58547

50

-0.0223

0.56203

28

-1.2354

0.63517

55

0.4418

0.59493
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Table 8 (Cont'd)

Teacher
Dependence

Teacher Training
Group
Parent Training
Group
Teacher&Parent
Training Group
Control Group

N

Mean

Std.
Deviation

31

-1.0699

0.83030

50

-0.3000

0.61877

28

-1.4762

0.69790

55

0.0600

0.59881

The results of the Conflict Post Hoc tests reveal that the variance of group
means was not significantly different between The 101s teacher training and The 101s
teacher and parent training groups at an alpha level of .05 (p>.05). However, the
results of the Conflict Post Hoc tests reveal that the variance of group means was
significantly different among The 101s teacher training, The 101s parent training, The
101s teacher and parent training, and control groups at an alpha level of .05 (p<.05).
The 101s teacher and parent training group (M = -1.23, SD = .63) and The 101s
teacher training (M = -.97, SD = .58) had significantly lower mean scores than The
101s parent training group (M = -.02, SD = .56), and control group (M = .44, SD =
.59). Therefore, it can be concluded that the variance of group mean differences for
conflict teacher-child relationship is probably due to The 101s teacher training and
The 101s parent training.
Finally, the results of the dependence Post Hoc tests reveal that the variance of
group means was significantly different among The 101s parent training, The 101s
parent and teacher training, The 101s teacher training, and control groups at an alpha
level of .05 (p<.05). The 101s teacher and parent training group (M = -1.48, SD = .69)
had significantly lower mean score than The 101s teacher training (M = -1.06, SD =
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.83), The 101s parent training group (M = -.30, SD = .61), and control group (M = .06,
SD = .59). Therefore, it can be concluded that the variance of group mean differences
for dependent teacher-child relationship is probably due to The 101s teacher training
and The 101s parent training.
In summary, for Hypothesis 2, the MANCOVA results indicate that students
whose parents and/or teachers received The 101s parent or teacher training were rated
significantly higher STRS scores for Closeness and lower STRS scores for Conflict
and Dependence than control group, which confirms Hypothesis 2.
Relationship between The 101s Training and School Adjustment
To test the assumption that The 101s parent training has an impact on the four
dimensions of school adjustment as measured by the TRSSA, a MANCOVA was
performed on School Liking, School Avoidance, Cooperative Participation, and SelfDirectedness. The results for the overall MANCOVA comparison was not significant
(F = 2.907, p > .05) (see Table 9). It indicates that the student groups, gender, ages,
and group x gender or all of the independent variables did not have an effect on School
Liking, School Avoidance, Cooperative Participation, and Self-Directedness.
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Table 9
Multivariate Tests Table of the TRSSA Subscales
Effect of Pillai's Test

F

Hypothesis Degree
of Freedom (df)

P-Value

Intercept

.056

4.00

0.064

Student Age

0.005

4.00

0.950

Student Group

0.737

12.00

0.000

Student Gender

0.017

4.00

0.621

StuGroup* StuGender

0.050

12.00

0.800

Observed
Power
0.318
0.300
1.000
0.329
0.323

The results for student ages (F = .176, p > .05), gender (F =.659, p > .05), and
student group x gender model (F = .649, p > .05) MANCOVA comparisons were not
significant. It indicates that student ages, gender, and group x gender model did not
have an effect on a statistically significant difference between the mean scores on
School Liking, School Avoidance, Cooperative Participation, and Self-Directedness
for The 101s teacher training, The 101s parent training, The 101s teacher and parent
training, and control groups. Nonetheless, the results for the student group
MANCOVA comparison were significant (F = 12.538, p < .05). It indicates that
student groups had an effect on a statistically significant difference between the mean
scores on School Liking, School Avoidance, Cooperative Participation, and SelfDirectedness for The 101s teacher training, The 101s parent training, The 101s teacher
and parent training, and control groups.
The univariate follow-up tests performed on School Liking, School
Avoidance, Cooperative Participation, and Self-Directedness were presented in
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Table 10. From this analysis, it is apparent that the student age univariate Ftests for School Liking (F = .084, p > .05), School Avoidance (F = .393, p > .05),
Cooperative Participation (F = .527, p > .05), and Self-Directedness (F = .274, p >
.05) were not significant. It indicates that School Liking, School Avoidance,
Cooperative Participation, and Self-Directedness were not significantly influenced by
student ages. The student gender univariate F-tests for School Liking (F = .192, p >
.05), School Avoidance (F = 1.418, p > .05), Cooperative Participation (F = 1.183, p >
.05), and Self-Directedness (F = 1.751, p > .05) were not significant. It indicates that
School Liking, School Avoidance, Cooperative Participation, and Self-Directedness
were not significantly influenced by student gender.

Table 10
The Univariate F-Tests Table of the STRS Subscales
Source

Student Age

Dependent Variables

Degree of
Freedom (df)

F

P-Value

School Liking

1

0.084

0.772

School Avoidance

1

0.393

0.532

CooperativeParticipation

1

0.527

0.469

Self-Directedness

1

0.274

0.602
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Table 10 (Cont'd)
Source

Dependent Variables

Degree of
Freedom (df)

F

P-Value

School Liking

3

46.088

0.000

School Avoidance

3

3.031

0.031

CooperativeParticipation

3

76.735

0.000

Self-Directedness

3

33.562

0.000

School Liking

1

0.192

0.662

School Avoidance

1

1.418

0.236

CooperativeParticipation

1

1.183

0.278

Self-Directedness

1

1.751

0.188

School Liking

3

0.823

0.483

School Avoidance

3

0.464

0.708

CooperativeParticipation

3

1.305

0.275

Self-Directedness

3

0.798

0.497

Student Group

Student Gender

Student Group x
Student Gender

The student group x gender univariate F-tests for School Liking (F = .823, p >
.05), School Avoidance (F = .464, p > .05), Cooperative Participation (F = 1.305, p >
.05), and Self-Directedness (F = .798, p > .05) were not significant. It indicates that
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School Liking, School Avoidance, Cooperative Participation, and Self-Directedness
were not significant. However, the student group univariate F-tests for School Liking
(F = 46.088, p < .05), School Avoidance (F = 3.031, p < .05), Cooperative
Participation (F = 76.135, p < .05), and Self-Directedness (F = 33.562, p < .05) were
significant. It indicates that students' school liking, school avoidance, cooperative
participation, and self-directedness were significantly influenced by student groups.
The Homogeneity of variance for School Liking, School avoidance,
Cooperative Participation, and Self-Directedness for The 101s teacher training, The
101s parent training, The 101s teacher and parent training and control groups was
addressed using Levene's Test. Levene's Tests of equality of error variance for each
variable were not significant (p > .05). It indicates that the variances of School Liking,
School avoidance, Cooperative Participation, and Self-Directedness scores were not
different across groups. The results of the School Liking Post Hoc tests revealed that
the variance of group means was not significantly different between The 101s teacher
training and The 101s teacher and parent training groups at an alpha level of .05
(p>.05) (see Table 11). The results of the School Liking Post Hoc tests reveal that the
variance of group means was not significantly different between the 101s parent
training and the 101s control groups at an alpha level of .05 (p>.05).
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Table 11
Multiple Comparisons Table of the TRSSA Subscales
Dependent
Variables

(I) Sample

Teacher
Training Group

Control Group
School
Liking
Teacher&Parent
Training Group

Parent Training
Group

Teacher
Training Group

School
Avoidance

Control Group

Teacher&Parent
Training Group
Parent Training
Group

(J) Sample
Control Group
Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group

Mean Different
(I-J)
0.71048*

P-Value
0.000

-0.06452

0.517

0.69048*

0.000

-0.71048*

0.000

-0.77500*

0.000

-0.02000

0.789

0.06452

0.517

0.77500*

0.000

0.75500*

0.000

-0.69048*

0.000

Control Group

0.02000

0.789

Teacher&Parent
Training Group

-0.75500*

0.000

Control Group

-0.15858

0.133

0.13882

0.256

-0.11653

0.277

0.15858

0.133

0.29740*

0.007

0.04205

0.646

-0.13882

0.256

-0.29740*

0.007

-0.25536*

0.022

0.11653

0.277

Control Group
Parent Training
Group
Teacher Training
Group

Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Teacher&Parent
Training Group
Parent Training
Group
Teacher Training
Group
Control Group
Parent Training
Group
Teacher Training
Group

99

However, the results of the School Liking Post Hoc tests reveal that the
variance of group means was significantly different between The 101s teacher training
and The 101s teacher and parent training and The 101s parent training and control
groups at an alpha level of .05 (p<.05). The 101s teacher and parent training (M = .87,
SD = .32) and the teacher training group (M = .81, SD = .20) (see Table 12) had
significantly higher mean scores than The 101s parent training group (M = .12, SD =
.47), and control group (M = .10, SD = .39). Therefore, it can be concluded that the
variance of group mean differences for students' School Liking are probably due to
The 101s teacher training and The 101s parent training.

Table 12
Descriptive Statistics of the TRSSA Subscales

School Liking

School
Avoidance

N

Mean

Std. Deviation

Teacher Training
Group

31

0.8105

0.20884

Control Group

55

0.1000

0.39042

28

0.8750

0.32275

50

0.1200

0.47108

31

-0.2540

0.37843

55

-0.0955

0.39818

28

-0.3929

0.40500

50

-0.1375

0.60094

Teacher&Parent
Training
Parent Training
Group
Teacher Training
Group
Control Group
Teacher&Parent
Training
Parent Training
Group
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Table 12 (Cont'd)

CooperativeParticipation

N

Mean

Std. Deviation

Teacher Training
Group

31

1.0161

0.26367

Control Group

55

0.1273

0.32139

28

1.0625

0.35437

50

0.2850

0.39451

31

0.81257*

0.000

55

-0.09605

0.433

28

0.56734*

0.000

50

-0.81257*

0.000

31

-0.90862*

0.000

55

-0.24523*

0.008

28

0.09605

0.433

50

0.90862*

0.000

31

0.66339*

0.000

55

-0.56734*

0.000

28

0.24523*

0.008

50

-0.66339*

0.000

Teacher&Parent
Training
Parent Training
Group
Teacher Training
Group

Control Group
SelfDirectedness
Teacher&Parent
Training Group

Parent Training
Group

The results of the School Avoidance Post Hoc tests revealed that the variance
of group means was not significantly different between The 101s teacher training
group and the other three groups at an alpha level of .05 (p>.05). However, the results
of the School Avoidance Post Hoc tests reveal that the variance of group means was
significantly different between The 101s teacher and parent training group and The
101s parent training and control groups at an alpha level of .05 (p<.05). The 101s
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teacher and parent training groups (M = -.40, SD = .40) had significantly lower mean
scores than The 101s parent training group (M = -.13, SD = .60), and control group
(M = -.09, SD = .39). Therefore, it can be concluded that the variance of group mean
differences for school avoidance is probably due to The 101s teacher training and The
101s parent training.
The results of the Cooperative Participation Post Hoc tests reveal that the
variance of group means was not significantly different between The 101s teacher
training and teacher and parent training. However, the results of the Cooperative
Participation Post Hoc tests reveal that the variance of group means was significantly
different among control groups and other three groups at an alpha level of .05 (p
<.05). The 101s teacher and parent training group (M = 1.06, SD = .35) and The 101s
teacher training (M = 1.01, SD = .26) had significantly higher mean scores than The
101s parent training group (M = .28, SD = .39), and control group (M = .12, SD =
.32). Therefore, it can be concluded that the variance of group mean differences for
Cooperative Participation is probably due to The 101s teacher training and The 101s
parent training.
Finally, the results of the Self-Directedness Post Hoc tests reveal that the
variance of group means was not significantly different between The 101s teacher
training and teacher and parent training. However, the results of the Self-Directedness
Post Hoc tests reveal that the variance of group means was significantly different
among control groups and other three groups at an alpha level of .05 (p <.05). The
101s teacher and parent training group (M = 1.16, SD = .33) and The 101s teacher
training (M = 1.06, SD = .35) had significantly higher mean scores than The 101s
parent training group (M = .49, SD = .59), and control group (M = .25, SD = .45).
Therefore, it can be concluded that the variance of group mean differences for Self-
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Directedness is probably due to The 101s teacher training and The 101s parent
training.
In summary, for Hypothesis 3, the MANCOVA results indicate that students
whose parents received The 101s parent training were rated significantly higher
TRSSA scores for School Avoidance than control group. Moreover, the students
whose parents and/or teachers received The 101s parent or teacher training were rated
significantly higher TRSSA scores for Cooperative Participation and SelfDirectedness than control group, which confirms Hypothesis 3.
Relationship between The 101s Parent Interaction Checklist Sub scales and STRS
Subscales
To test the hypothesis that The 101s Parent Interaction Checklist scores would
be related with STRS scores, correlation analysis were used to examine the
relationship outcomes. For The 101s Parent Interaction Checklist subscales of parent
interactions, Positive Behavioral Management scores were positively significantly
correlated with STRS scores for Closeness (r=.16,p <.05) and were negatively
significantly correlated with STRS scores for Conflict (r= -.17,p <.05). Positive
Emotional Support scores were positively significantly correlated with STRS scores
for Closeness (r=.20, p <.01) and were negatively significantly correlated with STRS
scores for Conflict (r = -.17, p <.05). Critical/Harsh practices scores were negatively
significantly correlated with STRS scores for Closeness (r = -.21, p <.05) and were
positively significantly correlated with STRS scores for Conflict (r =.17, p <.05).
Verbal Punishment scores were negatively significantly correlated with STRS scores
for Closeness (r = -.17, p <.05) and were positively significantly correlated with
STRS scores for Conflict (r =.16, p <.05). Finally, Physical Punishment scores were
negatively significantly correlated with STRS scores for Closeness (r = -.19, p <.05)

and were positively significantly correlated with STRS scores for Conflict (r =.21, p
<.01). However, there was no correlation between any of The 101s Parent Interaction
Checklist scores and STRS scores for Dependence (see Table 13).

Table 13
Correlations for the 101s Parent-Interaction Checklist and STRS Scores

Positive
Behavioral
Management
Positive
Emotional
Support
Critical/
Harsh

Verbal
Punishment
Physical
Punishment

Closeness

Conflict

Dependence

Pearson Correlation

0.160*

-0.171*

-0.128

Significant (2-tails)

0.040

0.029

0.102

N
Pearson Correlation

164
0.204**

164
-0.174*

164
-0.142

Significant (2-tails)

0.009

0.026

0.071

N

164

164

164

Pearson Correlation

-0.206*

0.169*

0.098

Significant (2-tails)

0.007

0.030

0.211

N

164

164

164

Pearson Correlation

-0.168*

0.161*

0.080

Significant (2-tails)

0.024

0.039

0.310

N

164

164

164

Pearson Correlation

-0.187*

0.205**

0.178

0.008
164

0.319
164

Significant (2-tails)
0.016
N
164
* Correlation is significant at the 0.01 level (2tailed).
* Correlation is significant at the 0.05 level (2tailed).
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Relationship between The 101s Parent Interaction Checklist Subscales and TRSSA
Subscales
To test the hypothesis that The 101s Parent Interaction Checklist scores would
be related with TRSSA scores, correlation analysis were used to examine the
relationship outcomes. For The 101s Parent Interaction Checklist subscales of parent
interactions, Positive Behavioral Management scores were positively significantly
correlated with TRSSA scores for Self-Directedness (r =.22, p <.01). Positive
Emotional Support scores were positively significantly correlated with TRSSA scores
for Self-Directedness (r=.23, p < .01). Critical/Harsh practice scores were negatively
significantly correlated with TRSSA scores for Self-Directedness (r = -.18, p <.05).
Physical Punishment scores were negatively significantly correlated with TRSSA
scores for Self-Directedness (r=-.16, p < .05) and Cooperative Participation (r=-.16, p
< .05). However, Verbal Punishment scores had no correlation with any of TRSSA
subscales. There were no correlations among School Liking and School Avoidance
scores with any of The 101s Parent Interaction Checklist scores (see
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Table 14).
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Table 14
Correlations for the 101s Parent-Interaction Checklist and TRSSA Scores

Positive
Behavioral
Manageme
nt
Positive
Emotional
Support

Critical/
Harsh

Pearson
Correlation
Significant
(2-tails)
N
Pearson
Correlation
Significant
(2-tails)
N
Pearson
Correlation

Significant
(2-tails)
N
Pearson
Correlation
Verbal
Significant
Punishment
(2-tails)
N
Pearson
Correlation
Physical
Significant
Punishment
(2-tails)
N
* Correlation is significant at

School
Liking

School
Avoidance

Cooperative
Participation

SelfDirectedness

0.048

-0.020

0.150

0.219**

0.540

0.802

0.056

0.005

164

164

164

164

0.086

-0.034

0.153

0.251**

0.271

0.663

0.051

0.001

164

164

164

164

-0.038

0.053

-0.139

-0.179*

0.632

0.501

0.075

0.022

164

164

164

164

-0.056

0.059

-0.121

-0.152

0.473

0.454

0.122

0.051

164

164

164

164

-0.075

0.090

-0.155*

-0.155*

0.339

0.254

0.047

0.047

164

164

164
164
the 0.01 evel (2tailed)

Correlation is significant at the 0.05 level (2tailed).

Relationship between The 101s Parent Interaction Checklist Subscales and School
Achievement

To test the hypothesis that The 101s Parent Interaction Checklist scores would
be related with children's School Achievement, correlation analysis were used to
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examine the relationship outcomes. For The 101s Parent Interaction Checklist
subscales of parent interactions, Positive Behavioral Management scores were
positively significantly correlated with School Achievement for Language
Skills(r=.18,p <.05) and Critical Thinking Skills (r=.16,p <.05). Positive Emotional
Support scores were positively significantly correlated with School Achievement for
Language Skills(r=.29,p <.01) and Critical Thinking Skills (r=.18,p <.05). Verbal
Punishment scores were negatively significantly correlated with School Achievement
for Language Skills(r= -.28,p <.01) and Critical Thinking Skills (r= -.15,p <.05).
Physical Punishment scores were negatively significantly correlated with School
Achievement for Language Skills(r= -.23,p <.01) and Critical Thinking Skills (r= .16,p <.05). Finally, Critical/Harsh practice scores were negatively significantly
correlated with School Achievement for Language Skills (r= -.19, p <.05). However,
there was no correlation between Critical/Harsh practice scores and Critical Thinking
Skills (see Table 15).
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Table 15
Correlations for The 101s Parent-Interaction Checklist and School Achievement

Pearson Correlation

0.183*

Critical Thinking
Skills
0.164*

Significant (2-tails)
N
Pearson Correlation

0.019
164
0.218**

0.035
164
0.175*

Significant (2-tails)
N
Pearson Correlation

0.005
164
-0.197*

0.025
164
-0.124

Significant (2-tails)

0.011

0.113

N

164

164

Pearson Correlation

-0.154*

Significant (2-tails)

-0.217**
0.005

N

164

164

Pearson Correlation

-0.226**

-0.159*

Significant (2-tails)

0.004

0.041

N

164

164

Language Skills
Positive
Behavioral
Management
Positive
Emotional
Support

Critical/ Harsh

Verbal
Punishment

Physical
Punishment

0.049

In summary, for Hypothesis 4, correlation directions showed relationship
between The 101s Parent Interaction Checklist and STRS scores. Students whose
parents had higher scores on the 101s Parent Interaction Checklist for Positive
Behavioral Management and Positive Emotional Support were found to have higher
STRS scores for Closeness and lower STRS scores for Conflict from their teachers.
Moreover, students whose parents had higher scores on The 101s Parent Interaction
Checklist for Critical, Verbal Punishment and Physical Punishment were found to
have lower STRS scores for Closeness and higher STRS scores for Conflict from their
teachers.
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In addition to Hypothesis 4, correlation directions showed a relationship
between The 101s Parent Interaction Checklist and TRSSA scores. Students whose
parents had higher score on The 101s Parent Interaction Checklist for Positive
Behavioral Management and Positive Emotional Support were found to have higher
TRSSA scores for Self-Directedness from their teachers. Moreover, students whose
parents had higher scores on The 101s Parent Interaction Checklist for Critical and
Physical Punishment were found to have lower TRSSA scores for Self-Directedness
from their teachers.
Correlation directions also showed a relationship between The 101s Parent
Interaction Checklist and School Achievement. Students whose parents had higher
scores on The 101s Parent Interaction Checklist for Positive Behavioral Management
and Positive Emotional Support were found to have higher school achievement scores
for language and critical skills. Moreover, students whose parents had higher scores
on The 101s Parent Interaction Checklist for Verbal Punishment and Physical
Punishment were found to have lower school achievement scores for language and
critical skills. Finally, students whose parents had higher scores on The 101s Parent
Interaction Checklist for Critical/Harsh practices were found to have lower school
achievement scores for language skills. The result also confirms Hypothesis 4.
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CHAPTER V
DISCUSSION
As a child rearing practice, corporal punishment has been used by parents and
relatives within Thai extended families. However, changes in the cultural, social
systems of discipline and laws have evoked Thai parents to find alternative ways to
raise their children to be a responsible person in society. Even though Thai parents are
beginning to gain awareness about the disadvantages of corporal punishment, they
still use them regularly (Khemmani, 1994). What else they could do when they do
not know any other practices. In the U.S.A., positive discipline has been studied to
help improve children's learning and development and the adult-child relationship and
social and emotional competencies (Azrin, Hake, Holz,& Hutchinson, 1965; Azrin &
Holz, 1966). Therefore, it is a good opportunity to introduce and measure the
application of positive discipline in Thai culture.
This research was designed to determine whether a positive relationship
between the 101s parent training delivered through parent training and parenting
skills, teacher-child relationships, school adjustment and academic achievement
existed. The literature review has historically demonstrated that parent training is an
effective means of providing knowledge to parents for both Thai and American
families. Research has also indicated that positive disciplines have a positive impact
on parenting skills, teacher-child relationships, school adjustment and academic
achievement (Ladd, Birch, & Buhs, 1999; Ladd & Buhs, 2000; Robert C. Pianta,
Nimetz, & Bennett, 1997). Given these two findings, it was hypothesized that teacherchild relationships, school adjustment, academic achievement and actual interaction
would positively change following The 101s parent training.

Ill

Impact of The 101s Parent Training on Parental Interaction Quality
From the training practice implementation, the statistically significant results
showed The 101s parent training had a significant role in improving the interaction
between parent and child. While income and education did not have an effect on
parental interaction, the results indicate that parents who received The 101s parent
training reported significantly positive changes upon parent completion of The 101s
Parent Interaction Checklist. Despite the fact that there was no statistically
significance between the teacher training group and control group, there was a
statistically significance difference among all four groups, parent training group,
teacher-parent group, teacher training group and control group.
On The 101s Parent Interaction Checklist, for the subscales of positive
behavioral management and positive emotional support, parents within parent training
and teacher-parent training group had significantly higher scores than the teacher
training and control groups. On The 101s Parent Interaction Checklist, for the
subscales of critical/harsh practices, verbal punishment and physical punishment,
parents within the parent training and teacher-parent training groups had significantly
lower scores than the teacher training and control groups. As a result, the evaluation
of data from The 101s Parent Training model confirmed the hypothesis that the
groups in which parents received The 101s parent training had significantly increased
positive discipline skills and significantly lower negative discipline skills than the
groups in which parents did not receive The 101s parent training (see Figure 3 and
Figure 4)
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Parent
Parent

Teacher

TeacherParent

Control
Group

Significant

Significant

Not
Significant

Significant

Significant

Teacher

Significant

TeacherParent

Significant

Significant

Control
Group

Significant

Not Significant

Significant
Significant

Figure 3. Relationship of Parents' Positive Discipline Principles Scores among
Groups

Parent

Teacher
Significant

Parent
Teacher

Significant

TeacherParent

Not Significant

Significant

Control
Group

Significant

Not Significant

TeacherParent
Not
Significant
Significant

Control
Group
Significant
Not
Significant
Significant

Significant

7

igure 4. Relationship of Parents' Negative Parenting Technique Scores among
Groups

These results support prior research suggesting that positive parent training
could impact parents' behavior while interacting with their children using more
positive discipline techniques (Ellision, 2008; Farooq, 1999). According to Ellison
(2008), after the parent training, the children reported that their parents used more
positive disciplines by having clearer expectations, moderating anger, enforcing rate
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consistently, and being flexible. These positive behaviors are congruent with the 10
positive principles that parents were trained in during the current study. For example,
the current study used "When/Then Abuse it/ Lose it Principle", "Choice Principle",
"Timer says it's Time Principle" and "Get on the child's eye level Principle" to send
clearer expectations from parents to their children. The "Make a Big Deal Principle"
and "I-Message Principle" were used as consistent enforcement. Moderating anger
was adjusted by using the "Whisper Principle" and "Incompatible Alternative
Principle". Finally, the "Validation Principle" and "Belonging and Significance
Principle" were used as a mean to improve parent-child agreement.
In addition, for parents who were in the teacher-parent training, The 101s
Parent Interaction Checklist scores for positive behavioral management and positive
emotional support were significantly higher than the parent training group, the teacher
training group and the control group. Even though the parent training group had
significantly higher scores on positive behavioral management and positive emotional
management than the teacher training and control group, the parent training group had
significant lower scores on positive behavioral management and positive emotional
management than the teacher-parent group (see Figure 5). The current study
suggested that The 101s: A Guide to Positive Discipline should not be provided only
for parents, but also teachers.
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Figure 5. Graph Showing Mean Scores of Positive Parent Interaction among Groups

One possible explanation is that the students whose parents and teachers were
trained with The 101s positive disciplines were more likely to have practices with
positive interactions between them and the adults in their lives than the students who
had either a parent or teacher in the treatment group. When the children respond
positively to the principles, the parents would have more encouragement and
confidence to keep using them more. In addition, within the classroom where the
teachers were trained with The 101s positive disciplines, the parents had opportunities
to converse with the teachers and watch and listen to the teachers using the positive
discipline techniques while working with children. As a result, they are more likely to
use the positive discipline techniques than the parents whose children were in the
classroom in which the teacher had no training.
Even though the parent training and teacher-parent training groups had
significantly lower scores on negative interactions than the teacher group and control
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group, there were no statistically significant differences between the parent training
and teacher-parent training groups on critical/harsh practices, verbal punishment, and
physical punishment scores of The 101s Parent Interaction Checklist. These results
showed that parents who received The 101s parent training would significantly
decrease using negative discipline techniques with their children no matter if their
children's teachers receive the training or not (see Figure 6). Furthermore, previous
research has reported that parents significantly changed their parenting and childrearing attitudes upon parenting programs. These changes included more appropriate
developmental expectations, increased empathy towards children's needs, decreased
child abuse, decreased child neglect, and decreased use of corporal punishment
(Adams, 2001; Berry, Charlson, & Dawson, 2003; Caldwell, 2001; Corcoran, 2000;
Dore & Lee, 1999; Forehand & Kotchick, 2002; Nixon, 2002) As a result, to reduce
the use of negative discipline, the current study provides promising data that supports
The 101s parent training.
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Figure 6. Graph Showing Mean Scores of Negative Parent Interaction among Groups

In the problem statement section, the current study mentions that Thai parents
are becoming aware of the disadvantages of corporal punishment, but they also lack
knowledge and information on non-violent methods of teaching. This claim has been
supported by the results from pre test of The 101s Parent Interaction Checklist which
showed that some parents who tended not to use negative disciplines did not use
positive disciplines as well. In addition, these parents' interactions have changed to
use more positive disciplines after attending The 101s parent training. As a result, the
current study confirms the hypothesis that Thai parents would use more positive
disciplines if they know how to use them.
One possibility that explains why Thai parents use The 101s positive
discipline techniques even though they were new to them is suggested by previous
research done by Masterson. Masterson (2008) suggested that by using The 101s
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positive discipline techniques, the teachers were not required to have an
understanding of child development, advance training, or previous experience in
psychology or counseling. This concept could be aligned with the current study on
Thai parents, who regardless of their understanding of child development, advance
training, and previous experiences in psychology or counseling, could implement the
principles.
Qualitative data from the current study also supported the above idea. A
review of personal comments by parents within the parent training group provided on
outcome measures of The 101s Parent Interaction Checklist also suggested that the
simplicity or what they call "how to" was an important component for using The 101s
positive discipline techniques. Parents who provided written comments on using The
101s positive discipline techniques indicated that before The 101s parent training,
they thought about positive disciplines as a complex philosophy in which only experts
in child development field could use efficiently. Even though they read some books
on positive discipline, they seemed too difficult to apply with their children. After The
101s parent training, they felt that The 101s positive discipline techniques were easily
applicable, but they used to over looked or did not realize that what they did were
right things for their children.
After using The 101s positive discipline techniques, parents learned that these
techniques were not too complicated and they worked. For example, one parent
reported that she used the "Whisper Principle" when her daughter was angry. Her
daughter forgot about being mad and paid attention to what she was whispering
instead. In using the "Validation Principle" and "Get On The Child's Eye Level
Principle", another parent reported that she was always mixing these two principles
when her children teased each other and came to her for tattling. She got on her
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children's eye level and told them that "I know that you are mad/sad. I'm sorry. I
would never do that to you. If you want, you may come get a hug/kiss from me." The
positive discipline was shown in the training CD-ROM and also sampled when the
researcher did The 101s parent training. They may be easily implemented by Thai
parents.
Impact of The 101s Parent Training on Teacher-Child Relationship
The 101s parent training model implementation showed statistically significant
results suggesting important practical considerations in improving teacher-child
relationships in kindergarten classrooms. The results indicate that students' age and
gender did not have a statistically significantly influence on Student-Teacher
Relationship Scale (STRS). While students' gender and age did not have an effect on
teacher-child relationships, student groups significantly impacted teacher-child
relationship scores across groups.
Even though it was not the highest mean score on the STRS for Closeness, the
results showed that the students whose parents received The 101s parent training had
significantly higher STRS mean scores for Closeness than the students in the control
group whose parents and teachers did not receive The 101s positive discipline
training. On conflict, the results showed that the students whose parents received The
101s parent training had significantly lower STRS mean scores than the students in
the control group whose parents and teachers did not receive The 101s training. These
two findings indicated that positive parenting impacted the teacher-child relationship
by increasing closeness and decreasing conflict between teachers and their children at
school. To support these results of the current study, previous studies provide
evidence that children of the parents who use positive disciplines as their parenting
styles grow up feeling loved, respected, have high self-regard, and learn to be
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cooperative and respectful with others (Ladd & Buhs, 2000; Robert C. Pianta et al.,
1997). With these characteristics, these children are more likely to have good
relationships with their teachers (Ladd et al., 1999) (see
Figure 7).

Figure 7. Positive Parenting Impact on Teacher-child Relationship

In addition, the students whose parents and teachers both received the training
and those whose teachers received the training had significant higher mean scores of
the STRS on Closeness and lower mean scores of the STRS on Conflict than the
parent training and control groups. However, there were no statistically significant
relationships between the students whose parents and teacher received the training
and only teachers received the training. Therefore, these results indicate that The 101s
teacher training had an impact on teachers' rating teacher-child relationship scores on
Closeness and Conflict. This evidence might be explained by the fact that the teachers
who received The 101s positive discipline training have changed their attitudes and
pay greater attention to students' positive behaviors. Moreover, these teachers are
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more likely to validate children's feelings and use reassuring words and physical
proximity during interactions. Taken together, these interactions may create more
closeness and lessen conflict between the teacher and children in their classes.
To decrease students' dependence at schools, the results revealed that The
101s training is needed for both teachers and parents as all the training groups had
higher mean scores on STRS for dependence than the control group. While the results
confirmed that The 101s positive discipline training had an impact on decreasing
students' dependence as rated by their teachers, the study also suggested that training
both parents and teachers would be the best way to decrease students' dependence at
schools as the result signified that the teacher-parent training group had the highest
mean score when comparing all significant statistics across groups.
The results from this study indicate that students whose either parents or
teachers receive The 101s positive discipline training had decreased dependence
scores. From this result, it could be implied that the children would display less
dependency when their parents or teachers use positive discipline techniques when
interacting with them. Previous research suggests that children may be wrestling with
feelings of insecurity and instability and they may actually act dependent (Ladd &
Buhs, 2000). As the students whose parents received The 101s positive training had
lower dependency scores than the control group where no training was provided, it
could be claimed that the students feel more secure when their parents and teachers
use The 101s positive discipline techniques when interacting with them (see Figure 8).

A parent or a teacher who uses The 101s
positive discipline techniques
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A child feels more
secure and acts less
dependency

Figure 8. The 101s Positive Discipline Techniques Impacts on a Child's Dependency

Many times adults try to push a child to stop being clingy and dependent.
However, this action can actually make situations worse. The 101s positive techniques
propose that validating feelings and showing empathy, while still setting some limits
might be more appropriate. The "Validation Principle" could be a good example of
using The 101s positive discipline technique to decrease children's dependency. By
using the "Validation Principle", parents or teachers need to acknowledge the
children's wants and feelings (Kersey, 2005). For example, the parents can say "I
understand that you are feeling lonely and you need me to be with you right now, but
I have to go to work today. Let's find a special time only between you and me to read
some story books together tonight". Moreover, reassurance and special care can help
to alleviate the cause of the dependency (Pianta et al., 1997). Using positive discipline
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could be a good technique to develop reassurance and give special care to children.
For example, using the "Belonging and Significant Principle" could help the children
to feel important by being responsible. The "Make a Big Deal Principle" could be a
way to give the children's feelings special care, even for some little things they do.
The 101s positive techniques help parents express their love and attention. These
expressions as well as praise for progress may help when a child is extra-dependent.
In conclusion, this study supports the hypothesis that The 101s training had a
significant impact on improving teacher-child relationships.
Impact of The 101s Positive Discipline Training on School Adjustment
While students' age and gender had no statistically significant impact on
students' school adjustment as rated by their teachers, the results indicate that
students' school adjustment scores were significantly impacted by the student groups.
However, the impacts varied among the TRSSA subscales. When compared to the
control group, School Liking was the area that did not show statistical significance
between the parent training group and the control group. However, the teacher
training and teacher-parent training groups were statistically significant, which was
different from the control group. In addition, there was no statistical significance
between the teacher training and teacher-parent training groups. This result suggests
that The 101s teacher training had more impact on students' school liking than The
101s parent training from the teachers' perspective. These results suggest an
important idea that teachers are more likely to be a key factor affecting children's
school liking (see Figure 9).
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Figure 9. Relationship between The 101s Positive Discipline Training and School
Liking among Groups

For kindergarteners, classroom participation is an important element to
consider if they like school (Ladd et al., 1999; Ladd & Buhs, 2000). The quantity of
classroom participation is associated with children's peer and teacher relationships
(Ladd et al., 1999). As a result, it could be implied that children's peer and teacher
relationships have indirect impacts on children's school liking (see Figure 10).

Child's
Relationship
w/peer & teacher

Child's Class
participation

Child's School
Liking

Figure 10. Pathway of Child's Relationship to School liking

In according with previous findings, the current study supports that The 101s
teacher training has impact on improving teacher-child relationship, which in turn
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may impact children's class participation and children's school liking. When teachers
use positive discipline, the children feel more comfortable participating within
classrooms. However, the current study found that parents' use of positive disciplines
did not have a significant impact on children's school liking rated by their teachers.
This could be explained even if parents use positive disciplines at home, it does not
translate in to high school liking scores if teachers do not use positive disciplines.
Therefore, it is more effect for teachers to use positive disciplines to increase school
liking scores.
There are some behaviors in school which can provoke negative disciplines.
These disciplines include both physical and emotional punishments which are
misleading the teachers and school staffs as the right behavior to control and educate
children. In addition, Ennew (2008) states that some punishment that has been given
out by another child who has more authority can be considered as negative discipline
user as well. There are the prior strong researches showing that children experience
the corporeal and mental pain from negative discipline. The victims of this matter are
not only the child receiving it, but also the other child who is surrounded by that
environment. Furthermore, the negative disciplines include both tangible punishments
and measures which limit the child's behavior (Ennew, 2008). As negative discipline
could cause unpleasurable feelings toward the children, the children more likely do
not like the school where their teachers do not use positive ways in interacting with
them. Children have to be able to understand what their mistakes are and how they
can make amend. Positive disciplines allow them to understand their misbehaviors.
The current study suggests that training both teachers and parents would result
in decreasing students' school avoidance as the results show that The 101s teacher and
parent training group had significantly lower mean scores on the TRSSA for school
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avoidance than The 101s parent training group, in which only parents received the
training and the control group, in which no training was given. While the results
showed that there was no statistical significance between the teacher training group
and the other three groups, there was statistical significance among the 101s parent
training, the teacher-parent training and the control groups. This result suggests that
children's school avoidance is related to positive and negative disciplines their
teachers and parents use to interact with them. As a result, in order to decrease
students' school avoidance effectively, both teachers and parents may need The 101s
positive discipline training.
There was same statistical significance shown on the TRSSA for cooperative
participation and self-directedness. The teachers of all training groups reported
significantly more improvement in students' cooperative participation and selfdirectedness than the control group. Even though The 101s teacher training and The
101s teacher-parent training group had significantly higher mean scores than The 101s
parent training and control groups, there was no significant difference between them.
However, The 101s parent training group had significantly higher mean scores than
the control group. These results suggest that The 101s parent training had significant
impact on the teachers' perception on students' cooperative participation and selfdirectedness if the teachers did not receive The 101s teacher training. The current
study suggests that teachers who attended The 101s teacher training had more
favorable perceptions of their students' school adjustment than the teachers who did
not receive The 101s teacher training. In addition, both The 101s parent and teacher
training had significant impact on improving children's cooperative participation and
self-directedness (see Figure 11).
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Figure 11. Relationship between The 101s Positive Discipline Training and Children's
Cooperative Participation and Self-Directedness

Overall, training parents and teachers in The 101s positive discipline
techniques improved students' school adjustment. The students with either teachers or
parents who used the positive techniques from The 101s positive discipline training
were more likely to show higher school adjustment scores. In addition, the greatest
benefit occurred when the students were with both teachers and parents who used the
positive techniques from The 101s positive discipline training as they were more
likely to show highest scores in every area of school adjustment. These results are
similar to results of previous studies indicating that children's prosocial behaviors
increased after The 101s positive discipline training of their teachers (Masterson,
2008). In addition, the children's problem behaviors decreased in classrooms after the
intervention in which their parents and teachers learned how to use positive
techniques to support their children (Kelley & McCain, 1995; LeBel, 2009; Stormont,
Lewis, & Smith, 2007). For example, the "Make a Big Deal Principle" could be
supported by Stortmont and his colleagues. Their study reported the children
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demonstrated higher expected behaviors since their teachers praised them specifically
right after the desired behaviors (Stormont et al., 2007).
Relationship between Parenting Interaction and Teacher-Child Relationship
The 101s parent training model implementation showed statistically significant
results and introduced applications in quality improvement in child-parent
interactions. The results showed high correlations between the use of parents' The
101s techniques and higher quality teacher-child relationships. When the parents used
The 101s techniques, their children were rated higher in closeness scores and lower in
conflict scores by their teachers. This result was supported by previous research
indicating that kindergarteners' behaviors were formed by their parents and had an
impact on the relationship between them and their teachers (Ladd et al., 1999).
Evidence suggests that children whose parents use positive disciplines as parenting
styles may create better relationship with teachers (Taylor & Machida, 1996). When a
caretaker uses positive disciplines with children, she/he cultivates prosocial skills in
children (Masterson, 2008). These prosocial skills become tools for children to form
relationships with their teachers and peers when they face with challenges within
school. Children with positive disciplines tend to move toward rather than against
others (Birch & Ladd, 1998; Ladd & Burgess, 1999). Taken together, these findings
suggest that the children whose parents use positive discipline techniques as parenting
styles are more likely to have higher prosocail skills, which in turn would equip them
to create better relationships with their teachers.
Relationship between Parenting Interaction and School Adjustment
The current study supports the previous research reporting that when teachers
reported kindergarteners' school adjustment, their perceptions were more likely based
on interactions the students' mothers had with them. Teachers perceived children
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whose mothers expressed positive affection, acceptance and closeness with them as
secure. These children are more likely to play independently, choose challenging
games and be creative. On the other hand, teachers perceived children whose mothers
used controlling, punitive or harsh punishment with them as insecure, conflicted, and
dependent (Ladd & Burgess, 1999; Robert C. Pianta et al., 1997). The 101s positive
disciplines are techniques using positive affection, acceptance and reinforcement of
closeness between children and adults. Furthermore, these techniques help adults to
avoid using punitive or harsh punishment with the children. The results of the current
study show high correlation between the use of parents' The 101s techniques and
increased students' school adjustment for self-directedness rated by their teachers. In
addition, the results showing that physical punishment had significant impacts on
students' cooperative participant also support prior research. The more parents use
physical punishment, the less students display cooperation in the classroom. The
children whose parents use positive discipline techniques to participate and assist their
children's needs exhibit socially acceptable classroom behaviors. One possible
explanation is that positive discipline techniques may enable children to feel more
comfortable and secure in social interactions. These feelings could influence them to
act more responsibly in situations encountered when they are at school. Taking these
findings together, the current study suggests that parents should use The 101s positive
discipline techniques instead of punitive punishment to increase their children's
school adjustment.
Relationship between Parent Interaction and Academic Achievement
In the current study, parents' positive interactions that increased as a result of
The 101s parent training included positive behavioral management and positive
emotional support. These relational improvements, which can be statistically linked to
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The 101s parent training model, established higher language skills and critical
thinking skills. A number of previous researchers indicated that parent involvement is
highly associated with the school achievement of children in variety of ways (Bryant,
Peisner-Feinberg, & Miller, 2000; Fantuzzo, Tighe, McWayne, Davis, & Childs,
2003; Goyette & Xie, 1999; Hill & Craft, 2003; Jeynes, 2003; Lee & Bowen, 2006;
McWayne, Hampton, Fantuzzo, Cohen, & Sekino, 2004; Muller, Stage, & Kinzie,
2001; Spencer, 1999; Wu & Qi, 2006; Yan & Lin, 2005). Interaction style between
parent and child is one of them (Ladd et al., 1999; Ladd & Buhs, 2000; Robert C.
Pianta et al., 1997). Children may experience more academic and social success once
they enter elementary school when parents demonstrate positive discipline techniques
(Miedel & Reynolds, 1999). The benefits include higher school achievement rates
including academic and language skills and social competence (Fantuzzo et al., 2003;
Giacchino-Baker & Piller, 2006; Hill & Craft, 2003; Jeynes, 2003; McWayne et al.,
2004; Wu & Qi, 2006). Another study by Bus and Van Ijzendoorn (1988) explained
that a young child is more willing to study the formal characteristics of written
language when there is a kind and positve interaction between mother and child. This
effect was observed in the children by the age of five.
The current study also suggests that parents' negative interactions influence
children's academic achievement on language and critical skills. This finding supports
previous research indicating that children whose parents use physical punishment to
discipline them were more likely to have lower language comprehension skills
regardless of the quantity of the books their parents read to them (Gest, Freeman,
Domitrovich, & Welsh, 2004).
When parents use The 101s positive discipline techniques, parent-child
interaction is positively related to school adjustment, social acceptability, and
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achievement in young children. When parents use The 101s positive discipline
techniques, they display warmth, responsiveness, and respect to the child's needs, and
sensitivity. At the same time, it imposes reasonable limits without resorting to
belittling or punishments that are abusive, punitive, or inappropriate for the child's
stage of development. Parents who use The 101s positive discipline techniques seek to
enhance the happiness of both the child and parent.
Study Limitations and Future Research
One major limitation of this study is that self-report was used to rate the
Parental Interaction Checklist by the parent sample. The fact of being in a study might
affect the parent participants to answer the questionnaire in favor of the researcher.
They may under-report behaviors deemed inappropriate by the researcher. They may
over-report behaviors viewed as appropriate. Self-report bias might happen in this
study because parent participants may believe there is at least a remote possibility that
the researcher could gain access to their responses. Other instruments such as video
recording might provide more accurate results than self-report. However, with time
and money constraints, The 101s Parental Interaction Checklist was used in the
current study. For future research, video recording within family is suggested.
Another limitation is that the parent samples volunteered to attend The 101s
parent training. Even though the school was randomly selected, the participations of
the parent sample were voluntary. While having parents participate on a voluntary
basis may decrease barriers of dropout rate, the volunteering parents might be a group
of people who would be willing to change their behaviors themselves. The results
might vary if the study is conducted with a nonvolunteering sample. With such a
volunteering parent sample, it is difficult to generalize the overall findings to the
general population. As a result, having a diverse population, including both

131

volunteering and nonvolunteering samples would prove beneficial to the overall
results of the study in future research.
The current research was carried out within a private school setting where the
families were from the upper and middle-class. This too makes findings difficult to
generalize to the overall population. Additional exploration of The 101s positive
training as an intervention tool in other settings, such as public schools in rural and
urban areas, is also recommended.
Conclusion
The results of this study suggest that families may derive multiple benefits
from the training model of The 101s: A Guide to Positive Discipline Parent training.
Parents benefit directly through the development of new skills that can lead to
increasing the use of positive discipline techniques and children receiving indirect
benefits through their parents' modified behavior. The findings of the current study
yield significant results in teachers' reporting their perceptions that demonstrated
quality teacher-child relationships, students' school adjustment and students'
academic achievement as a result of The 101s parent training.
A concurrent joint study also involving the use of The 101s positive principle
techniques revealed statistically significant differences in both parent and teacher
interactions with children before and after training. The students whose parents and
teachers were trained in The 101s parent training were more likely to receive higher
STRS, TRSSA and academic achievement scores than the students whose parents and
teachers did not receive the training. In addition, there were high correlations between
increases in The 101s Parent Interaction Checklist scores and increases in teacherchild relationship, students' school adjustment and academic achievement scores.
These results confirm the effectiveness of The 101s positive discipline training in
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establishing positive redirection of behavior approaches and greater responsiveness in
adult-child interactions.
The respect between teacher and parent is a critical element in helping a child
improves the quality of the adult-child relationship, school adjustment and academic
achievement. While parents' interaction with their children is important, the current
study shows that if a child has parents and teachers who agree and respect one
another, the impact on the child's evolving adult-child relationship, school adjustment
and academic achievement is greatest. It is possible that teachers rate children as a
result of expected behaviors they assume to receive after The 101s positive training.
Such parental positive interactions may influence the teacher's willingness to work
with children, resulting in an enriched school experience for the child.
The 101s positive discipline training model of the current study narrowed the
gap in research by bridging effectiveness of positive discipline in the development of
a range of competencies in young American children to Thai children. The study
provides evidence that positive disciplines can enhance adult-child relationships,
children's school adjustment and children's academic achievement in both U.S. and
Thai cultures. These findings suggest that in order to be well adjusted in social
competencies and academic achievement, young children need positive discipline
techniques to interact with adults in their lives. Regardless of culture, young
children's basic needs are not much different. They need a caretaker who provides
them with warmth, love, and respect even when they are disciplined. The 101s
positive discipline techniques assure that children's basic needs are met as they are
established on the framework of love and respect. As a result of noncultural bias, The
101s positive discipline training model is an effective approach that will make a
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significant difference in improving the world of children by providing adults
alternative ways of discipline around the world.
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imsmijmoflaijaQilinluiJnma-a'ua-a'ihmfli

wfa^fimiiijm^flulffyniija

,

Hiif)isTiiJfl 0m?ij?miiifisfn?i.ftmwiwfili4iJfifi5a'iiie-j^THm
a.

truejaii

a

%f jAe» a/

a W

t o /

d

a

t

S>

**

l^iaD^laJfl

, ,

uasihw{h«s1fliiiJfl a 'liJl"uainfifl
3>

**

«=J Vl » » v

c , <v

M ^ M miawafliiiflinia^ifm mimfna-jniewwrn imsmwiflivi ImutnnfmiM

(hi«imlHml9^0fmjjlv4iafiin?Siifl-jHinhiijjfn?iBti

u«9s lu

uasvm^aunwiTifl'i-nB'uaejjil

flaammi fl-sjKjnejjjafall
a-afa
(

Hilnfna-wa^ilifiYb'iimEJ
)

TUTI

/

ims
t i n t

/....

Ifio
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APPENDIX B
Parent Informed Consent Agreement
lananSu^TOwauriwi'uiiiwTfmm'si&j

ma^ran: nitu^ninmfiauina uas Hilnfiis-j'liii'Uflfn-MvmjJ'Hifi?

TUYIVIMM Tuaivmim

10 viqarnfiu vtfl.2552

100/1251fl.fbTuuvfUUVJA thninf A uuviijl Ins. 081- 8454115

vaHiotiriiJ 'U'N?niili4flfn suiflimn?

measls 'Hinvii'uiiii'iT'Qjjlai^fii?iB£)uvii^T)SHa-3'ni9s1fiJi-3 siu'n^^eHims'ffai^owaititisinfiwluisvi'inms
QBE)

mianwiTW gifijjnjefmjjvmTuaTuimifj-a Minis
I

libemeiJtnsjNiiitimaf-nneipmtivivn mi-amm

f

I

T

I

I

maWaSinejAwm'Tniutisimlt) viTiwIflfiiianfmCi lTOna\i1iJa^i4fiinmv1aiJfra™i?9nijfy™wi49-a maw
wfaimflarmnnsiVi I'H'ifiejR^iSijl'O'iifi'Jitisi'ii'iiiijlfii^niiiflafi'Hfelil nism^iiliilfwnisiBEjafsiwfla-a
1pifiimi^f)ininfivn-3l5-3ifeju?niJilfi« mslNmsiimfanaiJfliinnlm^niTiS'Eni asliiSHamzviiiriafm'lfiifii
u?rm miauiumffa'u msSnifivifaNailislaifuwwtislpi'l'iJ'ua'j'niiiimsiJHi'HEnwiia'adi-al?!
1itaflammaiawa?anj9wiiu1m9n?mChuniiYhyf)su^
\t f m i "IOTU" Tuianmiii vfJJiein^Hmir^ijlfii-jfiii^tjlyiiiysifltjaitTifTSJfiTlijlfis^finT^ofi TUfiriTuiflii
<U
I

Ml

MtminTgiaKaiJB'?,5}jgnMfiqMin»'«9-3OTt)siiiii?''J3j1tjIfi?-afn?iBt)

V

imsa^imjuYmliuanfmu

TihfiHhltm

"'H™"lt4l9ntT11'U'HJJ10n'3Nm^Jj1t4Tfl5-3fll1Il?EJlVlTl414

Tfis^nTslaafiSwjJiafinlt iiasiPiflilisar^ania^Tfit-jnTslat)

ilismnfmvi wim illmiainijmt^ggnad^fTTiwisfl

•HTB fmttfi-n'uejmmn

(Positive discipline) rf-amfulM

ifinfn'ufilufi'uia-aflfniu}J-33Jt4a?ivnjfifiniinfn?iTn-3ai?iJQrfm}j1i?iam5l'ij{fniijfi'a-afm'iia-3Hauuasafl
^qSmTiimTlwiiiJs^in^nia^mnS^MaTOtt-JHalwwnifiijyiiiil^ad^SiJTsflTiSnivi
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Tuun-a TfimiJUYim?ittiminiifmfltoim imzmstthwiwiftiivim fnilln^iTavn-jiJin thiil'ufmia?ij?rfu
tfnysfliwfijw'ausjlum^qnpl^ilminfln^
mjfiiifmsjmltnfa^wimnfmiAfi yiauiivifaHlwfliYmt^iiImi^iJifllmman flslwrnumTsviififiTflEisiiJUfi:!
fnetmii Ifiafli^n^WfiHfdme-JfmjJtSuiJ'uyo imsfliisjfle^mifliuwii'Uifm'ua-amn iSiiirmYnwu-jlufm
trayvi'ihalm^nibsmjfn'iJJtrin'D liifniiJiWmmmsmJiimjumiiflijIa'ua-j'vnfii'in
^'uufni}j'H}Jit)^imi)?-3,ua-3 niitti^iiItiwiiinn^aniittau^^tjI'HilfiilTstTiifiiiJjJtiiltilRyl'H
•iieuafmm im^fiiiwmmmnTiiJo^nii?tiIiJflwt4niimijl«ni0^^Qni^iIau1iiHm5wilyiyvii-35'i-jnitJ'Hfa
<U

<U

9

Tsmn-awLlnma-jfiiiJifi
£

d|

*>

<

a

q

i

rf

<y

til i a 3/

3A=a <v Ul ) / w

mBmi4fnT«aii?ri4e-3fmjj«0-3fn?Tn-3mafiTumiamutT-ma'uiFifi ma lul^fmu-stjii?^ HITIEJ wonm?
ainu "niitt!'i^iijamiiQfim0ff-3m?ij'wqHfiT?}jat4wilismHsue-3iafi" w tnvtiiJHiJfifisa^ fmauswCi
•unmiaiimiraa-afjfi \mlulWTmi'uiii-a mjiimau mweimwuinmiwriijmjvt'U'fifiijan imsTmsvm
fffutmnimufmiuTviM

uanflifm maviTOi4ii^i4atiinniiaiJi>j^^£jWviaim'Hilfifiia-3'H?aHl,Hfiiima-3fisafi
•u

<u

*J

mttm^fmmnail'a^Tswi^waj'uifm'ua-aifm mimawiflnaa'i^flitasmii'mmmsfiviSiflfi
niwlfi'siJi'Bfyl'Hinn^iwlfit^mnaowimisqtMtruijarimwisBfjjfi^Piam'M
ijflivmnunja^vhuflnyiaip'ua'uinfivitu ' h - u l a u ^ ^ H Iflalf^n^vhiBaCi

flsinnfiu^TnilauH

^B^ammjTUfUJ Mvcifi m-jnTwuviTUfn IwofieiifmeiniJ ^HhiiuTflUfmift) flsjeiauinjuvifltraij
viqflfmufmififj^iJfis'Hfn'uflimitiwi'otiflsfiPimiinjayjuvmi'UAnnuii aitnmjmDSJj'uiniiJfmeimj miHfi
1yai5^iJinmaff^iff?iJviqim53JaiJ^iJ?s;?r-3fln)a-3iJ?iiiV!iiiT4'tja-3yiiy vm-afifa f n ^ i l a u ^ ^ M l u i m i t m Y i 6
Stiineju w.fl. 2552 nm 9:00-12:00 tmruu HmfiifiiiaiJtJJiispiaiJuiJiJiTeiifnjj viciifmufnimu^ijeisvmTU
*»

•
<a a j / y - o i '

I t y

*»

t

ei

»» s> <v

*a

P
cs

*»

e£

Vi j a

«a

a

^fflifiu me rmjnua memimaii'uejjjm ufmHinniijfraaimj jjvtqwninjfnsinti-jgijfl^vmTumu liJmvif(vn^lH
vmwnlpifDfmeinu
iJ'SsTau'Mwmpn'iosliafijainTfii^mtioEJ
itasTawflawilhihjmy'lfltifl^ fiaa Hi^i-5um5^liofis;1^?iJfmjjfmjJiijJinfimTaiJ53jlyi?a-a m?
HfiiiTaii-amn ^aa«Tiuwfi^™iBam^^^iifTw^miliisIoTOe%iwviima'ua^fii?llfii'uawi)'3n Ifialw'iatifhKthu
q

o / A A l i i | i a '

A

O

»*

•

e^Vtifaf

A V

v

4

»*•=» a/

o

If)

f

I as

l

*S

c a»

^ <=j

Iwivumi tu mnnuii fmufinmuimsDaynfli-i'nYilfiiiitnnmsitiofii'iu HiiiatisinlilibiJib-amefmiTiemjj
itasflviswaNinvu'l'UfifaflaliJ f-afuhitpm wmi^jjfni^alwtrfi-JiltsTawrfaffitJTin mems'wai'U'm-a™
virralwmjfmma-afl ua^Mtny ATuao aai-a2ibs:miSfi'ma'-a?rfl vifeiiluibslaTuViefhuiiij TfltiHnrn'iinfiii
1lj]||flJlJ?S;lt)TOTf)t)R1-3)

in-Jtmiltna STJlfnuism I'm. 081-8454115 e-mail: maifia@gmail.com
Vila

U'Utmil'uVlAI ElUffllJfln? Tni. 080-0595500 e-mail: momcute@hotmail.com
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II

41

njauan mmn Im-jfmitiEJ mains Itnruvn-mnfnileifJNTiitnis: lynMwraainimfifl YieEJiie-aHiinnsj
ims;}jjJiwtnitmfiiiifiiitfiaiiuoijnffiiJ?iiims^ownyil?nnfimi^fni'3titimyHTii£j

Tulfi^fm'jflMihn'itnjfifia

tismvirfmfnTiJewnJBJjawafnTififi •uentnfipntimmi AShjuHWYmuft-aHavilAtnfiuiJija'aiJtny 'uauatisifin

autyii wmtiwIuTm-an'm'afj aiwisciciawniaaninnTfl^mrjaalAintiaAntn TflaasljiSwmaVIei'i inflow

WlfoffaU0f^H)nWl8uuawm?™mi1 i DtJ (Informed Consent)

nia-Jiln: fnamniniltfia'uii'm ims wilnfita-alwi'Ufim^iyiviuvnfi?

?UYia<nnu.

fiauw«sii-ji4ijjlulij3tit)ajjl'^inifn?i9e)fi {rmifh.
NiJfifi5a-3iua^

fl.£y./fi.K

uniloii'iru

l^fum?

afiuiatnnwitieJfl-nemibsa^fi'iia^fm^EJ TBfmititi Yiaiflinmmtnfifmiflo TiJJvnibslwuwn?mfDsififl'iiii
flififniifloeeii-msjiatifi uas3fmia(ntafluai

•uTwiflii^i^jjluTfiT-afniiS'fjS^ufniijajijfiilt) Ifloibiffinnm^mjvrfaiffw
fowfhBaTnsflflsiianiannismsiNlulfmmsiflMual^
rfaijflS'Hmiinitn^ivim
Hiiiaiina-ni\ismiiniayamenflij?m™?nnj"Ufm}jaiJ iiasiismmwmfliremiiJ'iiB'miilHafmitio
TfitAuSmnsijOTinimfia^Bwiwisn
ftwIhflsl^iiJionmT^uMuaswiI^ouuooimSfc^
1 Wl
nfiwi^il^ifijri?iij'i)0fiii)j^i-i«uimT3fiiiijml9fl'*jfiiJ5snii uasa-auiijlTilijSuoajj^tifmiJinijlti

a-iwa
(

Ninfmjjlfn-jfmilfa
vs-inuarqa ehim<a-3)
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APPENDIX C
Teacher Informed Consent Agreement
UUurtwrasaifflBWm (Subject Information Sheet)

ilau fitufmsmjauirm l TT^ifatjl
1

41

1

•

italfmn'mq'a: HantsYiuma^ mtaiiTUHilnfiia^ifa^ msalSnilmS^inmwB^imuviqeinntig'ufla
ilistr^flua^iHfi: mfu&iiniflfiauma ims wdnfna^'l'uinjflm-JiviyiiJ'Him

V

t

maasl? vnniimfti'iijIm^mTiMiiYnufisfla^VhBslsiJ'N siyin-a^BAiias^aiawiaioiisinVimiluiswi'Hn'n
V

miantn^u

i

t

aifljjnjafmuviYn'ueTuimitH luiuilt)

t

V

i>

likaaaijaiiJHiiimnaHvitJHifitJ'n'n'im^fm'u
•

•

i

•

malMaSintiti'Ufiiiviiuflsi'uilt) yiTUflslmuiantnifi lTOnaijIiJa'iimiJTumBiJ?ninvnfaniifljiRW'ua-j man
vifaiJfifinwTiiufBn Iti^EJ^SultiiifnifismiiJjlfiT-jfnTiMvifaliJ niimiiijluIfii^miiBejfwitasflB^
1«fum?3nni9inni-)'ta-aifB'ussi'ijjiJn« nislaitfii'iiJTifBtiBuwiinnTfli^msiSim fislu'fjHamsviiisqafni'lflf'ij
iifmr m^aiJiJja^trau niT^ni)i'HfBHJiil5sTei'ifi3'wM'39slR?iJ<«a'3'niiJimsijR5'H{ii,uii«adi^lfi
v

•

Tiliflama-aaitjijaTOnfB^vnuluiBna'iTCiiiiiniivhu^
d f h i i "YUM" ItuBfrnisCi iiiJion^HmsiijTfis-jnii^BolusiwsmueitTittijfiilijTfiT'jniiiflou "MifiTiniiiQu
wim'uTgitiKaus^iipnMnq'HMitiiia-jN^tismti'iajltjIfit^niTi^ti
a/

,

uasa4tnuim'u'Uuafia"i5{i

TiJifU'Sn'ltni

y

"Tiiu''lwianm?uviiJiEjn-3Hm? iJjli4lfi?'3fiitifl£)ivii'ut4
Tfi^^nitlflafiSwjiiaaiAiiasT'pifliJ'ssaf^fi'ua-jTfi'S'jm'slfla

ibsmnimw wim ^SmTBijimaej^anam-mfi-atmfi wf a niTa'!i«'umi-3infi (Positive discipline) rf^itrfuW
ifinuTua mwuia-a ufnijjjj-wuaeivi'U jjfmuaaifl'm-aa'isiitu frnu hsamitiiifmjjaB-jmmia^HBy uasafi
wq«n?5ijni5l^fiiiu^iJU5^VB^ilin^Ma,iua!-)HalMi«ni9ffymijTfl8di'3SiJis3'nSni«
fl')naiii«ir'niia'5i^ium^iJQn,'fiBm5iJflij«flBifinm!(iusH'nnia4i?t)iJ5l«e)iJ5ifft)inniTliffiiiij
imis-a T«omiififniff-)ia'?iJTBfnii?ein? uasm?a'l'i-3fniJja¥u"wi4B m^niilavn-Jinn tfoifliifmififija'fN
mysthwfijrieuinunisiJaflftaiilminan^^

im

MTi!fnufiiiijmlt)if8-jwwuini5i«nM8ajJMf8^Mdra'5i«i4e)mijQnlMunan Bslwnijjifm'mflfiTfitnnmms
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trauyWioliiiflfiihsmjfiriJJififif) I'MfniJjfitfiiHnimsftiliifTuufnimijIpiDa-Jvnninn
•ueunfmuf im^fmufniifii^n 5iiia^nn5fTiIiJtT'u\4nn5i3ijlpi,u0^yiini,unl^E),l3j1,fni5,nil'tiiJvii-ain-ani£j'M?a
BaltimTisfniJi-jI'vtaaTuiiil'HifififlfmumifrajinS-Jw ^tfwa^wamsviijfl'aanimyiSmmsfniJjaiJinJE
isM-in-wilnma-aniimfi
mam^fnT?i9iiffT4a-3fniiJPia-3m?vn-3m0fimmieiJ5JJtt-a{Tet4mnmo lumrnmiiiiK ^TOOmBfifra
ainjj "ni5fTi^ii4oii-3iJinma?f-3m?jj'HqSmtJjaT4wiJis?r-afl,ua-amfi"fl,u ^THfuwilnfiia-3 rmainim
•uiraruaiiifmiaEi-aafi 'htjljjllfmjji'uus-a

fluvmu^tfvimMYiiimflhimwTiiinuiifivnri

imslli™^

af^a'TTfumufma^T™ uanflinu maMwijiitrwatiinni^aiitiiff^^iolMviaudHiJfifi^a-a'HfaHliifi^iaa-jsnmf)
<U

>U

<l»

mlfl^fiiiuinoifeisMii-JMauiniiiiB^ilinni^inti^fiifinQai-jfliJisaiiSniviunsaiiBifln

TumiiM yiiutis1mijniiman1ml'i5iiiai)iuM3iT4i^i5v«fiiiJ?3Jie)Nii4'Hafig?ii iois: A Guide
to Positive Discipline Teacher TrainingflTUTU3 flf-3 flftfis: 2 ^hTlH (114 UfiS naiaiimciiJnJIllaaillfieniJ

fmuminsmi imsfmjj^a-afniue-jqtufiiffTul'Hd) Tuilrmfffiin 2552 vrf aiJmtrfnyiwaliJ wtiaal'u
?bimi!^B^msaiJiij™jtniTi§MwamiJflnoni^aw^
i?t)n0fni,wraj'UTHnn?[?i5fni0iitu mWnTfihsiOtuflnejfiivmTUiJfifia ^•uum^mtFiiiluTfii-jfn^'JBB

m5i9£)t)si?ijSuluifl9UvitiHmfijj tlmirfnin 2552 liimieio'U'uo-jfmiTiiej Htt-aififlfmtu 2 fiu BS
milioiiwiia-ala'U'ua-j'vh'u ma^\is;TJ%4^n^9yainoTnijnn'sfliJg«'jj'Hi4-^euti-3^tufi? nasinmlnif 014 lurm
ma^mflfmtu wa-JinfifmtuvH 2 iislmunTuvrfamfieimjfifufii uasilniltru ims nsliiSfmimifum

ijvi'wnligjjatTiyirTiJfiitflilnaij^'UBTjg-jfifUfi? imsiflnilnilmignflfm^flauiJaimYiaijnrjflfiin

d

Vl *»q

»*/=i

-=y

d

V| »> s/*» */

dt

»> *^

<=l

d a /

*/<=! d a /

»)

Dstifimii b rueivmiiJisciimOTri m HiBmfluHifienmnninraianntwHin^fivHninniyinjeija'ija^
Ifinfmiifou ims^9ija9£t)niiitiioinuwMa^flinniiff5ilHiiniii«a^0iJtiWM3jfi^miJ5iiJ5iu1fll'Ufii5
s>
A a / a / < d

V

t
I a

A O / V | | £ 4

t

*S

i

a / d

*r

*s

i**a a/

isam-a'utisaflmilmuwAfmiflEJ AS mimri?siJ K0a'i'uimf;ianj0w?ufi? unnem ims h-aistru vnnwi«o
w m T Hiflouiiti'u^iis'iiBfmijSwoajJtnfififUfiT uaswiJnfliB-ailmlamfiuaioanufuanws
mii,uiTi3jlfiT^m?iB0fn5a!'i-3i'ut)ii-3infi uasniiw«inni5if«ufYn-5#ni9i5iJfuuas^riij tms
msiluufyn^fliuitfims^g^iflfiiJsinii iilvjgitnajjfUflQtifmiJttijfiilt) vnfiliJS'uiH'im'iiM BSIJJS
HamsTHjlfin flWmus^e^vnuifaluifa^iJtMtise'infm uasaiiifiaufli98nflin1ri3-am5l#innna''iTflii>ljJ
uHamsnuHfunu msmnuTm^miitfoijawTU tisSHalumsaimtOTitiiliiiiJTwanaflifmaiJiiJ

^wii^ifvifiTil5iiiam9i^}j^ne)iii^lMfTi)fltufi5iJ5}jQo1i40i4ifi«1fi?ia1il
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riiwlfi?iJii(tymi<ui'siwlfit>3niiifla'Mm'Sisqtufr«iJPir)i,n34is;frjjfi^fiaiiJi4
ii™nimibsn0iJ0iSm9i4fnilTsMu0T4iraw'u^ b j i l t J U ^ ^ H TfltiTfis-ami'mi'Dtiii flsinairuyi
Ta-jilej'u^^MTOO^^^Mifawifl m^iyimn-iTUfn Temnovifniainsj Hmi'iulfii-sfntiflfj BSABIJ
iiieninnnu miiEJiinje.aeififriiEJflimi'UH'JtitHisflfiifiij'uaijmvffiTUmnwu aitnmjfis eieu
iiiiuttaiifnjj

WIIAW

mal'HHiffol^ntifraiJ^'aiiaii flmifmnia^rhiJiiluliflufiflYn'a'ta vm-atnfiHilfim a-ana-a

anraalmumiaiiiij
•u

ihsleiTUflammiiiwiIflejeii-a f\m mhii%im^mz\muf\^mmmmv\m^m^m\m%®<i
<U

a

3>
a/

V
-=s

.
-=3

bl

l

f

3/
o/

V

c

,
es

J/

t

mi

<U

t
dlJl J'o/

^

a/

*<
V
a/ <=i

t

» t e i a/

o U l i I t t '

|

rf)

o v

•
d e l

!

ifiTvi-amj ti-a lilfmuii fniijflfimmiasija\mm^nrim5iifnnfraif)iif i?-a'u witia'OS'U'imibiJib-smofmiiiOTiiJ
d?s3niiHiiinfiiruTufiftria''liJ q-andnlfm ^ms'iiiniTiflejlmrfuihsTeiTUflafhuthij mBfmwjiinflWR
wtjfiliiri'iigfimy^'uaEieEJi-sSilisiSytBni'w^ttfi
'Hinn'TM8nifnwflinEn,ua^f)'ijTfi^-jmiiaan|9nflfiPia
in-3?T"niltnfi BlUfflHflm I n ? . 081-8454115 e-mail: maifiafS.gmail.com
Ml0

in-HmiluVlfn ElUPISiliSfn Tm. 080-0595500 e-mail: momcutef@hotmail.com

fa3jaffiwRi^0-3ii^wfi1flfliftTn^^nitiflafi¥4Mi)scin'Mi1in«fi'^Pia1iJ'M
mayan Ifmnlfinmnflti mains lemivi'm'jnmi mtiwisieiiis luiilfliHti'BaimJWfjii •nagnewini'mjj

Bsmum'umsilau'uayaHafnntio uefKnfiy^tmfn «s muHlfimiun-aHtiTi IfiflinimiJtYaiJfniJ mayatisflfi
inmfl'Ufmjjmj

ifaijntisnniilniHejinvnslTJiiJDe'imiJHamiiBoTfloluBfniitlfiiHa^ai'iaiJfifin

riaul^ni

0i4an« wms'ii/taTfmfmi&j ffimtciaauifoaaninnTm^miiaalfleiaeflnai TfiuflslmiHaiaVlfl'i inflow
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,

HlfoffaUffA3iaflWl3uHewi«U1'nwmr3fla (Informed Consent)

ijaTrn-amriiiEJ Hamsniinie-a fmain3jwiJnfn0-3ifa-a m^trf^iuomiJinmaff-JittiiJi'iqwniiijaw'w^iJistt'jfi'

ivma^wm

fiau^Dsa^vnulwluSyeiaul'Hinifnsi'oow vimfa
lmum?a'Bui«!nnH^!)on-n0£iibstNfiiiJe<afriTi!>ej ^m-nm

fijibsfnyu

nam

Ni?f)fiiia-3'iii)s;waij^ifnjJM<8'iv«ifiifr^^E)^E)fm3Ji«ijl9 imsliJilfnl^'vauil'u tm'irmilfma'k
v

i

iii"Hmi,ui?,'3ul\jlfi5-3fnTiS'adfnEJfmua3jaTlti laeiilinpMnnniiijwimfo'ffii^

•iiivimSffyiBMB^iiafimfifiiim^sjlijlaf^fiiiiBEjmalfinlfi uasmiueninnfoslu'Swm^fllfliYNmi
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THE 101S: A GUIDE TO POSITIVE
DISCIPLINE

101 mflijflniifrfMitfmv^inn
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4.

'Hanfmest'SfiQ'M mhwm

(When/Then-Abuse It/ Lose It Principle)
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5.

<

HHnni?il£rfl<3fmUl s Ulh (Validation Principle)
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6.

WffnOllMfmWfhfiaJ (Belong and Significance Principle)
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7.

"HaflfniWQOTl (Get on the Child's Eye Level Principle)
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8. W a f l f m f n f m w i i f r f l (I Message Principle)
SI

vfrnifmef-afmulfln m niigSinfJAQmhma-ailenj <n n\mniiwiJnn59^ftfn0£mvbnii
qj

'

qj

qi

qi

wqlimiiivi'hiiviij'ismjnig^fjn wafiflnjjmnig^qflniiijirufiggs'b ims wqinii'UYiwiJnfno-a
PiD-am? manilfiuprnviufiQas; b im "fiamuitrn limuraejfis naTue^uiejspianu'H'u^fTgyvi™
qi

q

<<J

qj

vh1mig^sii93i5"minimsa'niJin

itt?mf\i\mmLfl\}miwwwftti\im\i™nsz%mizvim6mu
qj

q

qj

q

qj

Binfi^'ue-amou niiii49-3nie)^n)9>3ifiiJ3ji!)inw9,u8^m9\Jios;iiil'Hm8ijTniiB ims$93fmi9TU8-a
la'umj uaii49^niein\iM9unflsYismsmj nmmrag^milmjg^monjglYiiymgij imisglMmgu

<U
e&

q

•

qj

o/

*=S

3*^

<u

q

a/

3/*=S

qj

3>^

•

'

<U

*S

&*£

i

<N

11

isiimulim-amj imsisejinvi'OSflNififl uasnm^fnimtYnnjg^wgmin'ug'U'BsifTngm^ limn
II

<U

<U

qi

%>

fhwpi wiominisyhmg-aehig^ mflUflCtas'ibtmgiiTHan <n Imiejufii niinisvn<iJ0-ai'nnm'i,osfl
qj

m

»

I

qj

i

<

P

3/

Hnvipmjjji imswHa nisnu nufmuifTn iJ9-aw9'U9Mfnj9 •uan^nnu mnijfiuEmneJNilnnig^ m
qj

qi

qj

qj

niiMfjfiriqiniiiJ^ldmiJisfrjj^g^iinimsitTfwtTfi^viqinfiiJ^mwistYjjlTiniifinlfnijnai
q

*si

a/

I

qj

'
«^

o

I

.
3
/
< r i c i V l i q 3 / q

I

qj

&/

i
3 ^

3>*3

leiennu %aem °i tninio'UTiJismjmifuivmTU hJhf lumifluinei imsfneufnfnijJifTnijgwgii
qj

I

q

qj

q|

imsapimj IfnTosjiliss-wq^Piuoai^ b viiQilmjeiemwgvmm-a bmmigaiiunuwgu lumeiniitu
>

qj

oCJ

qj

i

V

qj

.

q

r

Igthmunig-aiYifivmil fta mi^wilnfiio^gSinywa^pnuininn^q^niiu^liii'Huisinjnjg^
W

qj

,

I

,

an n imsmi utTPi-afmul'f fi'U9>3wilnfii8-ilpiJjm?Ki3imej>3i1aiJ n ssihmiHiJvhl'Han 1 ehln
qj

1

qi

qj

'

qj

'

1

S>

vl^wilnfii9-39EJ^ lupmenu imsvnpnuyiHilfifii'8-3?i9-amiuinmimii linsmiPI eign •Higmiuu
qj

.=1

qj

<a

q 3/<=u=i

rfiirfj

*=&

q

%>e=i

as

a/

o

<=»

q

ifla-a iu9 mBU8ai-3Pi8iu9-3 an <n 'Dsiia'uiYiusisjjpiisQ-a imstniiuwqemiiunjg-aei'uig^ lunan
fiwilnnig^fl'U'uaVaiiejii <n m i r a nffitnjJi5tm£jn99nlfl'3iuimo-3uiilu'uii^ej-3^,D?^^uasiilu
wiiaej^^wilnfi59^K1tjnniim^^09nn^gn^ijm1ui5^aijnj0^wiJn9g0^^i,nspifliJi)innifn5s'vinsu9-3
qj

qi

ehanig^ imsiilu'uimo-a^wijfifiia-aflsjl^lumf U9nfni3j«8-3mf no-awiJnfi?9^3 imsfmifmj m%r\
qj

qj

qj

O

gBuiejfnujiamig^HiJnfiig^o-aiilij^naEJi^man°i lflt?£jmci>raniiutt?N9i33j£Uimsfmu
qj

qj

qj

•

qj

^9^niin)9^iNinmii€^1a9eji^iTi3Ji£fT3jlunfii^winmini^S8iiiifuliimaiJ9n^ia
1

3>

«=4

^1

1

^(

1

q

3/

a»a/

a/

3/^

3/<*l

•

-^

<=i 3/rfl

ivifiufivjDs^EJHnHul'Han n iiina^tnpi imsfnpiipnfniuitTnii9-aN8'U mnwaviBH9'u
qj

•

qi

qi

qj

qj

m1t)fmjj|'anims;fmiJ^94ni7ni9^^ii9-3 Sfmufijwpi^giipio'wq^ni^ijug-a^ig-a imzmimu
qi

l

q

9i73jfw imsfiQiJJiJis^q^nj9^^ii9^viniJSi'HaniJ3JfiiiJjfliitlui)inmnni9£j?Qjjniiy9i4mfT^fijj IPI

196

q

qi

w

q

s

uah fin n fmlrniwotma-iej tfOlJ^€£u^l'^-^l?eJ^4 imsflmjift'umiilej'U vnnfifUFi'slu'HO-aifeju
qi

1

qj

q

qj

<

m^n1#mi?rfi-n'um5^uinluM0^?y u!'mmQ fnmfnnmijii^llbfntnijlvfdtum'stn'i^
q

qj

«

flQisjmjmjEvififiimf) n ims'ibejfifi <n wflJinYn-af i-ama 5?i1i) uasvmi^imsinnn'iifm'Hfnai
qi

I

qj

I

liJniiniiMfnifi'inAiqifi5i5J^1}jm3Jis?f3Jeu9^afi ^
•DinilistTiJfii^Qf'UQ-JHeTu Sm^niifful^^i^^woi'utTiwiicillmfi'Ufi'H^nniimfiQiui^n
qj

4

HQiiJSJsweinijaniiom-alslmvmniimini
qj
qi

qi

<u

197
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10. WanOTSSMnai (Timer Says It's Time Principle)
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APPENDIX E
The 101s Parent Interaction Checklist
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APPENDIX F
Student-Teacher Relationship Scale (STRS)
Teacher's name
Child's name

Gender: M F
Gender: M F

Date
Age

Next to each statement is a 5-point scale for recording the degree to which you believe
this statement applies to your relationship with the child.
Item

1.1 share an affectionate,
warm relationship with
this child.
2. This child and I always
seem to be struggling with
each other.
3. If upset, this child will
seek comfort from me.
4. This child is
uncomfortable with
physical affection or touch
from me.
5. This child values his/her
relationship with me.
6. This child appears hurt
or embarrassed when I
correct him/her.
7. When I praise this child,
he/she beams with pride.
8. This child reacts
strongly to separation
from me.
9. This child
spontaneously shares
information about
himself/herself.
10. This child is overly
dependent on me.
11. This child easily
becomes angry with me.
12. This child tries to
please me.
13. This child feels that I
treat him/her unfairly.

Definitely
does not
apply
1

Does not
really
apply
2

Neutral,
not sure

Applies
somewhat

Definitely
applies

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5
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14. This child asks for my
help when he/she really
does not need help.
15. It is easy to be in tune
with what this child is
feeling.
16. This child sees me as a
source of punishment and
criticism.
17. This child expresses
hurt or jealousy when I
spend time with other
children.
18. This child remains
angry or is resistant after
being disciplined.
19. When this child is
misbehaving, he/she
responds well to my look
or tone of voice.
20. Dealing with this child
drains my energy.
21. I've noticed this child
copying my behavior or
ways of doing things.
22. When this child is in a
bad mood, I know we're
in for a long and difficult
day.
23. This child's feelings
toward me can be
unpredictable or can
change suddenly.
24. Despite my best effort,
I'm uncomfortable with
how this child and I get
along.
25. This child whines or
cries when he/she wants
something from me.
26. This child is sneaky or
manipulative with me.
27. This child openly
shares his/her feelings and
experiences with me.
28. My interactions with
this child make me feel
effective and confident.

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5
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APPENDIX G
The Teacher Rating Scale of School Adjustment (TRSSA; Birch & Ladd, 1997)
Child Name:

Child Gender:

Child Age:

Classroom:

Observation Date:

Teacher Name:

For each of these you are asked to rate various aspects of children's adjustment to school
on a 1 to 3 scale.
Doesn't
Apply

Somewhat
Apply

Certainly
Apply

Likes to come to school

1

2

3

Dislikes school (reversed)

1

2

3

Has fun at school

1

2

3

Enjoys most classroom activities

1

2

3

Doesn't
Apply
1

Somewhat
Apply
2

Certainly
Apply
3

Asks to see the school nurse

1

2

3

Feigns illness at school

1

2

3

Asks how long until it is time to go
home

1

2

3

Doesn't
Apply

Somewhat
Apply

Certainly
Apply

Follows teacher's directions

1

2

3

Uses classroom materials responsibly

1

2

3

Listens carefully to teacher's
instructions and directions

1

2

3

Accepts responsibility for a given
task

1

2

3

Subscale: School Liking

Subscale: School Avoidance
Makes up reasons to go home from
school

Subscale: Cooperative
Participation
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Subscale: Self-Directedness

Doesn't
Apply

Somewhat
Apply

Certainly
Apply

Seeks challenges

1

2

3

Self-directed child

1

2

3

Works independently

1

2

3

Needs a lot of help and guidance
(reversed)

1

2

3

